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This study examined the influence of student 
perceptions of satisfaction with administrative leadership, 
parental involvement, and improvements in study habits on 
the academic performance of Upward Bound participants in 
grades nine through twelve. Furthermore, this study was 
designed to specify the role of student perceptions of 
satisfaction with administrative leadership, parental 
involvement and improvements in study habits in explaining 
academic performance by simultaneously controlling for the 
effects of eleven additional variables, which were 
categorized as demographic and programmatic variables. 
The study used the self-actualization conceptual 
framework which held that individuals are driven by a desire 
to achieve and fulfill an ultimate goal. Data were gathered 
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from 9 Upward Bound Programs and 129 respondents in the 
Southeastern United States by using the Upward Bound 
Satisfaction Index. The data indicated that improvements in 
study habits was the only major study variable significantly 
related to academic performance. Collectively, satisfaction 
with administrative leadership, parental involvement and 
improvements in study habits were more important in 
explaining academic performance than the demographic control 
variables. However, the programmatic variables were more 
important in explaining academic performance than both the 
major study variables and the demographic control variables. 
Of all the variables found to be significantly related to 
academic performance, the strongest correlate was 
geographical setting. Implications of these findings 
center around how Upward Bound programs should focus 
attention on programmatic attributes and improvements in 
study habits in order to improve the academic performance of 
Upward Bound participants. 
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Chapter I. Introduction and Statement of the Problem 
Academic performance has been an enduring theme in 
literature aimed at examining completion levels in secondary 
and post secondary education. Researchers have used high 
school and post secondary completion rates as measures for 
determining the degree of academic performance made by 
various segments of the U. S. population. Over the past 
fifty years, the proportion of students completing high 
school has steadily improved. 
In 1940, more than 60 percent of Americans twenty-five 
to twenty-nine years old had not graduated from high school. 
However, by 1991 that gap had narrowed to 14.2 percent. (U. 
S. Department of Education, 1992). Several studies have 
suggested that while there has been steady improvement in 
the high school and college completion rates for certain 
segments of the population, this performance is tempered by 
the disparity in college admissions when family income level 
is taken into account. 
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The U. S. Census Bureau Current Population Survey, 
revealed that 33.8 percent of people over 25 were high 
school graduates, 17.2 percent had attended some college, 
and 16.0 percent had achieved a bachelor's degree and that 
the gap in high-school completion between African Americans 
and Whites narrowed over the past decade to the point where 
there was no statistical difference in 1998 (U S Census 
Bureau, March 1998). 
Although these figures reflect positive trends in 
educational attainment, they are pale in comparison when one 
considers the impact of income status on school completion. 
While 86 percent of high school graduates from high income 
families were academically qualified for admission at a 
higher education institution, the percentages were 68 
percent and 53 percent for middle income and low income 
graduates respectively, for the period ending in March 1998. 
Also, high income students were twice as likely as middle 
income students and four times as likely as low income 
students to be very highly qualified for college admission. 
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Half of minority high school graduates were qualified 
for college admission, with the exception of Asian/Pacific 
Islanders (73 percent), while 68 percent of white high 
school graduates were qualified (U. S. Department of 
Education, 1998). Furthermore, it has been found that 
school characteristics such as the influence of teachers 
and the availability of resources are tenuously related to 
academic performance. Family backgrounds and individual 
characteristics, including adolescent parenting and ability 
as well are strongly associated with achievement (Pirog & 
Magee, 1997). 
While the above statistical findings suggest a link 
among academic performance, income, college admission and 
education completion rates, relatively little is known about 
the importance which other factors play in examining this 
issue. Literature on academic performance for high school 
students has focused mainly on its relationship to such 
factors as self esteem, socioeconomic status and the social 
environment. Researchers have found that children with 
high self esteem behave positively, assume responsibility, 
tolerate frustration, feel able to influence their 
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environment and are proud of their deeds (Clemes & Bean, 
1981) . In another study, self esteem scores were observed 
to be the only factor significantly correlated with earned 
grades for high school students (Wiggins, 1987) . Also, it 
has been suggested that achievement and self esteem are 
generally correlated (Bloom, 1977). 
An expansive body of research has substantiated the 
relationship between the socioeconomic status (SES) of 
students and their academic performance. The socioeconomic 
status of parents has been positively linked to the 
increased likelihood that students will obtain a post 
secondary education (Masters, 1969; Mortenson, 1991; Voekl, 
1993; Padilla, 1996). Similarly, government - sponsored 
studies have documented the relationship between 
socioeconomic status and academic performance for large 
national samples of high school graduates. (U. S. Office of 
Education, 1980). 
Sewell and Hauser (1976) estimated that in America, 
high SES students are four times more likely than low SES 
students to enter college, six times more likely to complete 
college, and nine times more likely to attain some form of 
graduate or professional level training. 
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Higher SES students do better in school partly because their 
parents are better connected to the school than working- 
class parents (Baker & Stevenson, 1986) . In addition, it 
has been noted that academic achievement increases with 
parental income (Miller, 1997). Miller found that children 
in families with incomes less than $15,000 were least likely 
to have a B average,(at about 60 percent) and that the 
likelihood of having a B average in families with incomes 
from $15,000 to $50,000 ranged from 68 percent to 75 
percent. 
Over the past few decades, environmental factors such 
as family influence, peer pressure, school and neighborhood 
locations, and their connections to academic performance 
have received broad attention from a variety of researchers 
(Coleman, Hoffer, & Kilgore, 1982; Hanson, 1994; Gonzales, 
Cauce, Friedman & Mason, 1996). These studies have 
generally reported on the existence of positive 
relationships between academic performance as the dependent 
variable and various other independent variables. For 
instance, students' perception of caring on the part of 
teachers was found to be substantially associated with the 
students' evaluation of their teachers, their affective 
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learning and their perceptions of their cognitive learning 
(Teven & McCroskey, 1997) . Furthermore, it has been 
substantiated that students view characteristics such as 
"teachers' genuine concern about students"; 
"teachers' and counselors' enthusiasm about their jobs"; 
"less authoritarianism from their teachers," and "student 
input into decision making" as important attributes to 
their school success (Griffin, 1993). 
As cited in the above studies, academic performance for 
high school students can be influenced by a myriad of other 
factors. However, these studies focused primarily on 
students involved in traditional secondary educational 
settings. To further expand the knowledge base on academic 
performance, additional scientific investigation needs to be 
undertaken to examine academic performance for students in 
non-traditional educational settings such as educational 
opportunity programs which were established to supplement 
the students' education. 
One such line of empirical investigation to pursue is 
an examination of the academic performance of students in 
compensatory programs such as Upward Bound. Upward Bound 
is designed to reach low-income high school students who 
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have potential for successfully completing a post secondary 
program, but who, due to inadequate preparation or lack of 
motivation, are prevented from seeking higher education or 
from meeting conventional criteria for admission to a 
college, university, or technical institute. Services 
offered by Upward Bound include tutoring, basic skill 
classes, academic counseling, personal counseling, and 
career counseling, cultural enrichment, mentoring, assisting 
with college admissions and financial aid and a six-week 
summer residential program. 
Upward Bound was created by Congress under the Economic 
Opportunity Act of 1964 for the purpose of generating in low 
income, and potential first generation college students, the 
skills and motivation necessary to complete a program of 
secondary education and to enter and succeed in a program of 
post secondary education. In addition, Upward Bound 
programs were conceived to improve high school graduation 
rates and to improve the academic competency of program 
participants (U. S. Office of Economic Opportunity, 1965). 
The examination of Upward Bound Programs during the 
late 1960s concentrated mainly on costs and benefit analyses 
associated with administering the programs and were confined 
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to evaluating Upward Bound's potential impact on enrolling 
students into post secondary education programs (Hunt & 
Hardt, 1969; U. S. General Accounting Office, 1973; 
Burkheimer, 1976). 
The first major study on the Upward Bound Program 
concluded that participation in the activities and services 
was related to academic performance and post secondary 
success. However, the findings were not all positive. This 
study also concluded that the program's influence was 
incremental at best and that the long term benefits which 
the programs had on students in terms of post secondary 
persistence were unclear. In addition, the study concluded 
that the more years of participation, the more successful 
the outcome among participants (U. S. Office of 
Education,1976). 
A second major study critiqued the program's impact and 
the transitional steps between high school completion and 
post secondary entry (U. S. Office of Education, 1979). 
This comprehensive follow-up evaluation of Upward Bound and 
its objectives was conducted by the Research Triangle 
Institute (RTI) of Raleigh, North Carolina, and yielded the 
following results: 
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1. The completion of high school was higher for 
Upward Bound students than for non-Upward Bound 
students. 
2. Students participating in Upward Bound entered 
into post secondary education programs at a rate 
of 78 percent, compared to a rate of 45 percent 
for non-Upward Bound students. 
3. Participants were more likely to apply for and 
receive more adequate offers of financial aid 
than comparison students. 
4. Students appeared to be positive about the staff 
and their program experience. 
5. There was no apparent relationship between 
Upward Bound participation and improvement on 
measures of academic performance in high school 
grade point averages and the proportion of 
academic credits taken. 
In essence, these two early studies, which were 
mandated by the U. S. Congress, raised a number of questions 
about the overall effectiveness of existing Upward Bound 
programs in addressing their original mission of promoting 
access to post secondary education. 
Additional studies have examined the degree to which 
Upward Bound Programs enhance the academic performance of 
their participants. However, these studies have yielded 
mixed results. For example, Young and Exum (1982) focused 
on measuring whether Upward Bound Programs were meeting 
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their intended objectives and whether there were measurable 
indices of achievement development for the participants. 
Their findings indicated that academic development occurred 
across language arts and quantitative skill areas. They 
concluded that any measurable change in academic performance 
was dependent upon longer intervention time for the 
participants. 
Other studies conducted have determined that students 
participating in Upward Bound Programs experience 
significant changes in their high school attendance rate, 
high school graduation rate, college enrollment rate, and 
the type of college attended (Faulcon, 1994). Also, Beavers 
(1992) found that the relationships among demographic 
characteristics, standardized achievement test performance, 
academic performance in college preparatory courses, and 
learning style preferences indicated that academic 
preparation and grade level directly influenced performance 
on achievement tests. 
Although the above investigations demonstrated a 
relationship between a variety of variables and academic 
performance, they do not explain the possible impact of 
factors such as administrative leadership, student 
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satisfaction, parental involvement and perceived 
improvements in study habits might have on academic 
performance for participants of educational opportunity 
programs. Few researchers have investigated the possible 
effects of satisfaction with administrative leadership on 
the academic performance of Upward Bound participants, even 
though satisfaction has been widely viewed as an important 
phenomenon in influencing students' attitudes toward 
education (Duke, 1997; Epstein & McPartland, 1976). 
Administrative leadership is a critical factor in the 
success of high schools and in the academic achievement of 
students (Alford, 1997). It has been found that 
administrative support through direct and indirect means 
such as funding the purchase of materials, commitment of 
time, and professional development activities greatly 
influences students' success (Alford, 1997) . Similarly, 
the relationship between parental involvement and academic 
performance has been widely discussed in the literature, 
however, limited consideration has been given to its role 
within the context of educational opportunity programs such 
as Upward Bound. 
12 
The majority of these studies have found a strong 
correlation between parental involvement and student 
performance when the socioeconomic status of parents was 
considered. 
According to a 1992 study published by the Educational 
Testing Service, factors that parents can control -- namely, 
preventing absenteeism, providing a variety of reading 
materials at home, and limiting television watching -- 
accounted for nearly 90 percent of the difference in 
8th-grade mathematics test scores (Schlosberg, 1996). The 
influence of parental involvement by affluent families tends 
to be more effective in motivating students to achieve at 
higher levels than the influence of parental involvement by 
poor families (Blau & Duncan, 1967, Hauser, 1971). Coleman 
(1966) found that family background influenced student 
achievement, but less so in minority families than in 
majority ones. 
The relationship between perceived improvements in 
study habits and academic performance has not received 
widespread investigation related to Upward Bound programs. 
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Several inquiries conducted on study habits for the general 
population have found mixed results when considering 
variables such as improved grades, homework completion, and 
study skills. Positive and significant relationships 
between study habits and academic performance have been 
found (Akinboye, 1974; Campella, Wagner, Kusmierz,1982). 
However, Danskin and Burnett (1952) reported a negative 
relationship between academic performance and study habits. 
One possible explanation for the variance in the findings 
was the types of samples used in the studies. For 
instance, in Danskin and Burnett's research on study habits, 
they used a sample of over-and-underachievers instead of 
using a sample of participants from a range of academic 
achievement levels. This factor may have biased the results 
of their study. Also, in her examination of research on 
homework and student performance, Black (1997) reported 
different effects at different grade levels. 
In high school, homework substantially raised student 
performance; in junior high, it raised student performance 
about half as much; and in elementary grades, it had no 
discernible effect. 
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Hattie, et al. (1996), concluded that the student learning 
process was enhanced by certain interventions such as 
learning skills. However, their study focused exclusively 
on students in traditional classroom settings. 
The literature cited above suggests a paucity of 
research on the impact which factors such as satisfaction 
with administrative leadership, parental involvement, and 
study skills have on academic performance for Upward Bound 
students. Additional research would serve to broaden the 
understanding of the relationships between variables such as 
these and how they impact academic performance. 
1. Rationale of the Study 
There are several reasons why the literature gaps in 
research on the effects of satisfaction with administrative 
leadership, parental involvement, and perceived improvements 
in study habits on academic performance should be addressed. 
The first reason focuses on the potential importance of the 
relationships between satisfaction with administrative 
leadership and academic performance. Although satisfaction 
with administrative leadership and academic performance have 
been used as independent variables and dependent variables 
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in previous studies, few researchers have considered these 
factors simultaneously within the context of education. 
The majority of studies on satisfaction have tended to 
focus almost exclusively on corporate, industrial or job- 
related environments. The current study would add another 
dimension to the understanding about the effects of 
satisfaction from the perspective of participants in 
compensatory educational programs like Upward Bound. 
A second reason for studying the relationship among the 
variables and academic performance is to examine variables 
which might have an impact upon the effectiveness or the 
lack of effectiveness of Upward Bound Programs upon the 
academic performance of their participants. This rationale 
is predicated upon the belief that program managers, such as 
Upward Bound Directors are often interested in learning more 
about how their services are perceived by their intended 
beneficiaries. The significance of this research for 
social work practitioners, educators, and administrators 
working with adolescents may influence the development of a 
keener awareness of programs and services which are designed 
to motivate students to continue their education at the post 
secondary level. 
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Although several studies have indicated that a 
relationship exists between participation in Upward Bound 
and enrollment in post secondary programs, scant attention 
has been given to how participants perceive Upward Bound 
services and how other variables such as their satisfaction 
with the Upward Bound leadership, parental involvement, and 
perceived improvements in study habits influence their 
academic performance. 
The implementation of the present study can provide 
program leaders with a clearer idea about the aspects of 
Upward Bound which are perceived more favorably by 
participants and which aspects may need to be supplemented, 
modified or eliminated. Furthermore, a careful examination 
of the academic performance of students is especially 
critical for Upward Bound Programs. It is critical that 
programs document various performance outcomes such as their 
success at encouraging participants to enroll in post 
secondary programs in order to ensure continued funding from 
the federal government. 
A third reason for studying the relationship among 
satisfaction with administrative leadership, parental 
involvement, perceived improvements in study habits and 
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academie performance is to expand the availability of 
appropriate instruments to measure variables such as 
academic performance for participants in educational 
opportunity programs such as Upward Bound. Although a 
number of studies cited in the current literature employ 
various instruments, inventories, and surveys, they have 
been exclusively concerned with measuring different aspects 
of academic performance while neglecting the role of 
participant satisfaction with leadership (Burkheimer 1976; 
Miller, et. al., 1994; Casady, 1991; James, 1979; Brown, 
19 93) . The development of a survey questionnaire such as 
the Upward Bound Student Satisfaction Index, designed 
specifically for this study, has the potential for 
increasing the availability of tools which investigators 
have at their disposal to deal with academic performance. 
Lastly, this study is designed to help inform the 
political debate regarding the need for federal intervention 
in post secondary education in a political milieu which is 
increasingly hostile toward government-sponsored programs. 
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From a social policy standpoint, the decision on whether to 
increase or to decrease federal support for Upward Bound and 
similar programs, often hinges on the performance of 
existing programs in meeting their goals and objectives. 
2. Purpose of the Study 
The purpose of this study is to further clarify the 
relationship among satisfaction with administrative 
leadership, parental involvement, perceived improvements in 
study habits and academic performance for Upward Bound 
Program participants in the Southeastern United States. 
More specifically, the study seeks to examine the effects of 
student perceptions of satisfaction with administrative 
leadership, parental involvement, and improvements in study 
habits on the academic performance of Southeastern Upward 
Bound participants in grades nine through twelve. 
Furthermore, this study is designed to specify the role of 
student perceptions of satisfaction with administrative 
leadership, parental involvement and improvements in study 
habits in explaining academic performance by simultaneously 
controlling for the effects of other variables. These 
variables, which will be the control variables of the study, 
will be divided into two types: demographic variables and 
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programmatic variables. Demographic variables are 
variables such as gender, ethnicity, length of 
participation, education level of parents and family income 
level. Programmatic variables are variables such as 
geographic setting, school auspices, size, racial 
composition of the school hosting Upward Bound, and whether 
or not the host schools are two-year or four-year. By 
comparing the effects of the major study variables to that 
of the effects of the control variables, this investigation 
can reveal which set of variables are more important in 
explicating academic performance among Upward Bound 
participants in the Southeastern United States. 
Chapter II. Literature Review 
I. The Upward Bound Program 
Over the past three decades, Upward Bound Programs have 
been thoroughly scrutinized by governmental agencies, 
contract evaluators, as well as researchers and political 
entities. These previous constituents have tended to focus 
primarily on the academic and social impact of Upward Bound 
Programs on the participants. Also, they have generally 
concentrated on determining whether or not the programs were 
meeting their stated objectives of motivating and 
encouraging participants to pursue a post secondary 
education. Upward Bound is designed to reach low-income 
high school students who have potential for successfully 
completing a post secondary program. Their inability to 
enter post secondary education may be due to inadequate 
preparation or lack of motivation. This factor may prevent 
students from seeking a higher education or from meeting 
conventional criteria for admission to a college, 
university, or technical institute. 
20 
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This chapter is intended to carefully examine previous 
writings and research related to Upward Bound Programs. 
Existing research on these programs has analyzed the 
participants' academic performance and various educational 
outcomes such as college selection, grades, and graduation 
rate. The dependent variable, academic performance, is 
broadly defined as advancement in the students' educational 
experience which results in either improved academic skills 
or increased grade point averages. While terms used to 
describe academic performance vary widely in the literature, 
e. g., academic success, achievement, educational attainment 
or academic performance, as is the case with the authors 
cited in this review, the central focus is the measurement 
of performance in student academic skills and grade point 
averages. In the case of the present study, the term 
academic performance will be used to represent these 
operational definitions. 
This review of the literature will discuss factors 
which have not been sufficiently explored by previous 
researchers in relation to Upward Bound Programs. 
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Factors such as student satisfaction and student perceptions 
of the Upward Bound administrative leadership will be 
discussed. This chapter includes: 
1) A review of the historical evolution of Upward 
Bound Programs in terms of funding and policy- 
development . 
2) A review of relevant studies which focus on 
Upward Bound Programs and participants. 
3) A review of studies which examine the 
relationship between academic performance and 
parental involvement. 
4) A review of studies which examine the 
relationship between academic performance and 
perceived improvements in study habits. 
5) A review of studies which examine the 
relationship between academic performance and 
participation in Upward Bound Programs. 
6) A review of factors that influence academic 
performance in the general population of 
students. 
7) A review of studies on the relationship between 
student satisfaction and academic performance. 
8) A review of additional factors associated with 
academic performance. 
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a. The Historical Evolution of Upward Bound 
Attaining an education has been an enduring goal for 
many Americans throughout the decades. Historically, 
education has been viewed as a tangible means of achieving 
economic, political and social independence. The federal 
government responded to these aspirations with the 
establishment of a set of initiatives in 1964 by President 
Lyndon B. Johnson. Johnson's plan addressed the increasing 
disparity between Americans from different socioeconomic 
backgrounds. Dubbed as the "Great Society's War On 
Poverty", the President's Committee on Juvenile Delinquency 
and Youth Crime was recommissioned to become the Office of 
Economic Opportunity Task Force under the legislative 
Economic Opportunity Act (EOA) of 1964 (James, 1986). Under 
this Act (EOA), national programs such as Head Start, Job 
Corps and Upward Bound were created to deal with education 
for low income and disadvantaged families residing in the 
cities and rural areas throughout the United States. Head 
Start was to focus its attention on children at the 
beginning of their formal education and Job Corps, and 
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Upward Bound were to bridge the gap between high school and 
entry into post secondary education programs. 
In the decade which followed, Upward Bound Programs 
were expanded by amendments to the EOA of 1964, from 18 
pilot programs serving over 2,000 students nationwide to 
well over 200 programs serving 20,000 students (James, 
1986) . During this momentous period, Upward Bound's mission 
was refined as a result of a series of evaluation studies 
and discussions under Sergeant Shriver, the director of the 
Office of Economic Opportunity. Another dramatic change 
which enhanced the posture of Upward Bound was its transfer 
to the Department of Health, Education and Welfare, as 
authorized by Title IV of the Higher Education Amendments of 
1965. This action was a clear indication that the federal 
government embraced Upward Bound as a serious medium for 
addressing past inequities in post secondary education. 
Today, thirty-six years later, Upward Bound programs 
are viewed as an important part of the federal effort to 
increase the number of low income and potential first 
generation college students who enroll in and graduate from 
programs of post secondary education. In 1999, the federal 
government awarded more than $200 million to over 600 
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colleges, universities and other not for profit 
organizations to serve 41,000 students enrolled in Upward 
Bound Programs. Awards averaging $286,540 per institution 
serve approximately 74 participants each at an annual cost 
of $3848 per participant (U. S. Department of Education, 
1997) . 
Upward Bound Programs have become a part of a network 
of over 2300 programs, commonly known as TRIO and funded by 
the U.S. Department of Education's Office of Post Secondary 
Education - Higher Education Support Programs. This 
designation is derived from the original grouping of three 
federally funded programs from 1965 through 1971 with 
similar missions. These three program are: Educational 
Talent Search, Special Services for Disadvantaged Students, 
and Upward Bound (U. S. Department of Education, 1999). 
Presently, TRIO consists of seven federal programs. These 
programs are: Educational Opportunity Centers, which provide 
counseling and information at centers to help prospective 
students choose a college, find financial aid, and consider 
fields of study; 
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Ronald E. McNair Post-Baccalaureate Achievement Program, 
which provides mentors and research opportunities to 
encourage undergraduates to consider doctoral studies and 
college-level teaching; Student Support Services (formerly 
Special Services for Disadvantaged Students), which provide 
tutoring, counseling and remedial instruction for college 
students and Educational Talent Search, which provides early 
intervention to encourage students in grades 6 - 12 to start 
thinking about attending college. The fifth TRIO Program, 
Upward Bound, provides tutoring, enrichment activities, 
assistance with college admissions and financial aid, after 
school, weekend and summer instructions in college 
preparatory English, mathematics, and science (Zook, 1995). 
The 1976 Higher Education Amendments authorized the sixth 
program, Training Program for Federal TRIO Programs, 
initially known as the Training Program for Special Programs 
Staff and Leadership Personnel, designed to provide 
management training for staff involved in TRIO programs. 
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In addition, in 1990, the U. S. Department of Education 
created the Upward Bound Math/Science Program to address the 
need for specific instruction in the fields of math and 
science. 
The Upward Bound Math/Science program is administered 
under the same regulations as the regular Upward Bound 
program, but it must be applied for separately. The 
legislative requirements for all seven TRIO programs are 
contained in the Higher Education Act of 1965, Title IV, 
Part A, Subpart 2. (U. S. Department of Education, 1998). 
Upward Bound is designed to reach low-income high 
school students who have potential for successfully 
completing a post secondary program, but who, due to 
inadequate preparation or lack of motivation, are prevented 
from seeking higher education or from meeting conventional 
criteria for admission to a college, university, or 
technical institute (U. S. Office of Education, 1976). 
Upward Bound helps people from families with incomes under 
$24,000 (where neither parent graduated from college) 
prepare for higher education (NCEOA, 1998) . 
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To be eligible for selection, students must have 
completed the 8th grade, be between the ages of 13 and 19 
(except U. S. Veterans), and have a need for academic 
support in order to pursue a program of post secondary- 
education as determined by each individual Upward Bound 
project. All students must be either from low-income 
families or potential first-generation college students. 
The program requires that two-thirds of the participants in 
a project must be both low-income and first-generation. The 
remaining one-third must be either low-income or first- 
generation . 
Students are selected based on recommendations from 
local educators, social workers, clergy or other interested 
persons. According to The Survey on Precollegiate Programs 
for Disadvantaged Students, conducted by the U S Department 
of Education, approximately 83 percent of all Upward Bound 
students are low income. In the Southeast region, 76 
percent of the students fit this description. When 
delineated by racial group, Upward Bound programs are 13 
percent Hispanic, 49 percent Black, 29 percent White, non- 
Hispanic, 6 percent Asian or Pacific Islander, and 2 percent 
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Native America or Alaska Native across the United States. 
In the Southeast, Upward Bound participants are 
approximately 4 percent Hispanic, 65 percent Black, 29 
percent White, 1 percent Asian or Pacific Islander, and less 
than .05 percent Indian or Alaskan Native. Female 
participants represent 61 percent of Upward Bound students 
nationally and 62 percent in the Southeast. (U. S. 
Department of Education, 1994). 
b. Studies of Upward Bound Programs and Program 
Participants 
Although major research has been conducted by the 
United States Department of Education on the effectiveness 
of Upward Bound over the course of its three-decade 
existence, little is known about the relationship between 
satisfaction with administration leadership, parental 
involvement and academic performance. The first major work 
relative to Upward Bound suggested that its influence on the 
student had been incremental, that is, the more years of 
participation, the more successful the outcome among 
participants(U. S. Office of Education, 1976). 
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A second major study by the U. S. Office of Education 
focused on program impact and the transitional steps between 
high school completion and post secondary entry. This 
comprehensive follow-up evaluation of Upward Bound and its 
objectives was conducted by the Research Triangle Institute 
(RTI) of Raleigh, North Carolina, in 1976 and 1979 and 
yielded the following results: 
1) Increasing the rate of high school completion: 
The completion of high school for Upward Bound 
students ranged from 87.4 percent to 88.9 
percent for those starting Upward Bound grades 
10, 11, and 12. For the comparison group, the 
completion rate was 90.1 percent. 
2) Increasing the rate of entry into post secondary 
education(PSE): Seventy-one percent of the 
Upward Bound graduates of the class of 1974 
completed high school compared to 47 percent of 
the comparison group. The PSE entry rate was 
positively related to length of participation in 
Upward Bound. Those students participating in 
Upward Bound in grades 10 through 12 entered 
into PSE at a rate of 78 percent. 
About 76 percent of the Upward Bound students 
enrolled in four-year colleges or universities, 
17 percent entered two-year colleges or other 
schools. Comparable figures for the comparison 
group were about 45, 31, and 24 percent, 
respectively. 
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3) Generating skills and motivation necessary for 
success in education beyond high school : 
Analyses indicated that Upward Bound helped 
students in preparation for PSE, including the 
applications process. Also, participants were 
more likely to apply for and receive more 
adequate offers of financial aid than comparison 
students. There was no apparent relationship 
between participation in the program and changes 
in academic measures for the ninth grade to 
current grade in terms of grade point average, 
proportion of academic credits taken, and 
academic credits passed. There was evidence 
that greater proportions of participants planned 
and expected to attend and complete PSE. 
4) Student evaluations of Upward Bound Projects: 
Students appeared to be positive about the staff 
and their program experience. The quality of the 
curriculum, the quality of counseling and 
tutoring, and the overall administration of the 
program was quite high. The students considered 
the best qualities of program to be the staff's 
interest in the students and the harmonious 
relationships among the staff and students. 
5) Other general findings: A major finding was the 
conclusion that the programs vary extensively in 
terms of the kinds of students served and the 
implementation of intervention strategies. 
Examination of project costs and project 
characteristics indicated the number of students 
served was positively related to total project 
costs. Upward Bound staff reported receiving at 
least moderately effective support from their 
host institutions, their advisory committees, 
and other parent and community groups. There was 
a high degree of cooperation from high schools 
and PSE institutions (U. S. Office of Education, 
1976, 1979) . 
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This study was guided by the assumption that government 
sponsored programs, like Upward Bound, should be held 
accountable for attaining their stated goals. In reference 
to this national study, one researcher concluded that: 
...there is statistical evidence that 
among high school graduates, post 
secondary education entry rates are 
positively related to length of 
participation in the Upward Bound 
Program (Burkheimer 1976). 
The educational outcomes of Upward Bound have been 
examined to determine the possible impact of participation 
in the program and the type of services and activities 
received. Miller, et al. (1994), conducted a follow-up 
study designed to document the post secondary experience of 
Upward Bound graduates and terminators from a particular 
program over a 11-year period. The authors undertook the 
study to examine the variables which influenced Upward Bound 
participants enrollment in post secondary education programs 
as well as the factors which contributed to students 
terminating from the program before high school graduation. 
Their research was designed to explore the following three 
research questions: 
33 
1) Do participants in Upward Bound programs choose 
to continue their education after high school? 
2) Are Upward Bound graduates successfully- 
completing post secondary education programs? 
3) Is there a relationship between the length of 
participation in Upward Bound programming and 
completion of post secondary education programs? 
The subjects for this study were drawn from the pool of 
all graduates and terminators (N-262) in the Upward Bound 
Program on the Mankato State University campus in Mankato, 
Minnesota. The subjects participated in Upward Bound 
between the fall of 1978 and the spring of 1989. Seventy- 
one (47.65 percent) responded by completing a questionnaire 
survey either by mail (66) or by telephone interviews (5) 
which were conducted by trained interviewers (Miller, et 
al., 1994). Upward Bound participants were found to 
graduate from high school at a rate greater than nine of ten 
non-participants (93.43 percent). Sixty-two of the 71 (87.3 
percent) subjects indicated they had enrolled in some form 
of post secondary education since high school graduation. 
Twenty-one of the 71 subjects (29.6 percent) had 
finished a post secondary education program at the time the 
survey was completed. Of this number, 13 (18.3 percent) of 
the post secondary completers received their education at a 
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vocational/technical college, one (1.4 percent) completed 
the two-year program at a community college, one (1.4 
percent) completed a program under "other" at an unspecified 
educational institution. Six subjects (8.5 percent) 
received their education at universities or 4-year colleges. 
An additional eight (11.3 percent) were enrolled in post 
secondary education programs in a full time student 
capacity. Of those completing post secondary education, 37 
(67.3 percent) participated in Upward Bound greater than two 
years. Eighteen of the subjects (32.7 percent) 
participated in Upward Bound for two years or less. The 
group with two or less years of participation completed post 
secondary programs at a rate of 27.8 percent. The group 
with greater than two years of participation completed post 
secondary programs at a rate of 37.8 percent. 
Even though these early studies generally supported the 
notion that Upward Bound Programs were meeting their stated 
goals, not all of the research conducted was complimentary. 
For instance, in 1983, the General Accounting Office (GAO) 
issued a report on Upward Bound which stated the following: 
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It is unclear whether the program is 
achieving its intended purpose of 
generating in disadvantaged students 
the skills and motivation necessary 
for success in post secondary education 
U. S. General Accounting Office, 1973). 
This conclusion was based on: 1) concerns regarding 
dropout rates, 2) the difficulty encountered in interpreting 
academic skill level gains, and 3) project failure to track 
graduates' performance in college. However, GAO qualified 
its conclusion by noting that staff and time constraints 
imposed limitations on the study which prevented GAO from 
projecting its findings to other Upward Bound programs with 
any statistical validity. Also, it noted that its findings 
were in conflict with the earlier findings by the Research 
Triangle Institute study of Upward Bound, which was both 
statistically reliable and valid (U. S. General Accounting 
Office,1973) . 
In recent years, government-sponsored research of 
Upward Bound programs has reflected a broader examination of 
educational outcomes and the employment of more reliable 
investigatory strategies. 
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In 1991, a six-year longitudinal study was commissioned by 
the Planning and Evaluation Service of the U. S. Department 
of Education to conduct a national evaluation of Upward 
Bound. This comprehensive study, which was conducted by 
Mathematica Policy Research, examined data from regular 
Upward Bound grantees, their target schools, students who 
applied to the program and through field visits (Myers, et 
al., 1997). This report detailed the impact of Upward 
Bound as students entered their second year of 
participation. The Mathematica study followed 1,524 
students who were randomly assigned to one of 67 selected 
Upward Bound projects and a control group of 1,320 students 
who did not receive Upward Bound services. 
What was most striking about the Mathematica study was 
its findings regarding the academic intensity of Upward 
Bound. The study found, for example, that two-thirds of 
the projects studied focused on non-remedial instruction, 
either instruction that supports the curricular content of 
college preparatory programs in the high schools or courses 
with an enrichment focus which included content which 
schools with large numbers or percentages of low-income 
students are unlikely or unable to teach. 
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Upward Bound Projects typically had 274 separate sessions 
with each student. These sessions ranged from academic 
classes to counseling to SAT preparation workshops. As a 
result of this intensive work, two major impacts were 
noticeable among Upward Bound students. First, students 
maintained higher expectations regarding the amount of 
education they would complete than did their peers. 
Second, Upward Bound students completed a much more 
intensive academic program in their regular high schools 
than did their peers in the control group. Upward Bound 
participants, for example, completed almost one full 
Carnegie unit or credit more than did non-participants and 
these credits earned were in subjects such as science, math, 
English and foreign languages. A summary of the other 
major findings of the Mathematica study were as follows: 
1. Students who participate in the program expect 
to complete more schooling than similar students 
who do not. The program has a positive impact 
on the number of courses participants take. 
2. The students who benefit most initially are 
those with lower academic expectations. 
3. When impacts are examined by racial/ethnic 
groups, Hispanic students benefit the most from 
Upward Bound. 
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4. The program showed no impact in the first year 
on participants high school grades. 
5. Many students leave the program in the first 
year. 
6. Most programs focus on providing challenging 
academics(Myers, et al., 1997). 
The literature on variables which relate to academic 
performance and Upward Bound Programs is quite substantial. 
Academic performance is measured in a number of different 
ways. A number of researchers have addressed varying 
aspects of academic performance in relationship to variables 
such as grade point averages, performance on achievement 
tests, secondary school completion, post secondary school 
enrollment and completion of post secondary education 
programs. However, for the purposes of this research, the 
primary focus of the review of literature related to 
academic performance will concern itself with those 
variables which have been found to be associated with high 
school student achievement. These variables are grade 
point averages, achievement test performance, and secondary- 
school completion. 
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A study was undertaken to determine if there were 
differences in achievement gains of 93 Upward Bound students 
(1984-88) at Northeast Missouri State University. The 
factors considered were categorized by gender, income level, 
educational potential, high school size and family 
composition. Using mean difference percentile scores from 
nationally standardized test scores in reading, language and 
mathematics to measure academic performance, the researcher 
formulated and statistically tested 15 hypotheses by using 
z-scores and t-tests. Of these 15 hypotheses, only one 
reflected a significant difference in achievement gains. 
Upward Bound students with test scores at or below the 
66th percentile (lower-educational potential category) 
experienced a significant difference in achievement gains in 
reading scores over Upward Bound students with test scores 
at or above the 67th percentile(high-potential category). 
All other hypotheses indicated no significant differences in 
the students academic performance (achievement scores). 
The Northeast Missouri State University Upward Bound Project 
demonstrated consistent success in generating student 
improvement in reading scores. 
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The results suggest that the project's reading program 
was adequately meeting its objective to increase reading 
skills. Also, it was found that the project was less 
effective in its ability to show consistent growth in 
language and mathematics scores. Students experienced 
losses in language and mathematics scores, suggesting a lack 
of emphasis on these basic skills from the project 
administration (Casady, 1991). 
Individualized instructional approaches to teaching 
economically disadvantaged high school students were the 
features of another study on Upward Bound programs. This 
study used an activity-based curriculum (ABC), which is a 
teaching approach designed to develop cognitive abilities by 
presenting new materials through auditory, visual, and motor 
senses. The ABC was the independent variable for students 
who were exposed to a selection of 'treatments'. Several 
comparison groups with the same characteristics were not 
exposed to ABC. An analysis of grade point averages of all 
the students indicated that those who were involved with ABC 
achieved significantly higher grade point averages than non- 
ABC students (James, 1979). 
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In an effort to identify some of the major factors 
contributing to low grades, a Kansas State University 
investigator conducted a study of the perceptions of Upward 
Bound students, their parents, and school professionals. 
Among the findings identified as relevant to the current 
study were the following: 
1. Students lack of interest in school was 
perceived by all three populations as the major 
cause of low grades; 
2 . Students had a positive attitude toward the 
program's academic year component; 
3 . A two-way analysis of variance was used to 
interpret the data collected from a Likert-typed 
scale questionnaire. It revealed that the 
largest number of significant differences was 
found between school professionals and Upward 
Bound parents' perception of major causes of low 
grades of some Upward Bound students (Dixon, 
1982). At the .05 level of significance, the 
study indicated that a significant difference 
existed on fourteen of forty-four factors 
between Upward Bound parents and school 
professionals. These differences centered 
around factors which pertained to the Upward 
Bound students' home environment. School 
professionals put greater emphasis on the home 
environment as a major cause of low grades, than 
the Upward Bound parents. 
Faulcon (1994) undertook a study to determine whether 
students participating in the Upward Bound Program at Saint 
Augustine's College in North Carolina, experienced 
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significant changes in their high school attendance rate, 
high school graduation rate, college enrollment rate, and 
the type of college attended. It was found that 
participants had a significantly greater high school 
graduation rate and a significantly better college 
enrollment rate than the non Upward Bound participants. 
Also, it appeared that although the high school attendance 
rate of the Upward Bound group was not statistically 
different from the non Upward Bound group, it was altered 
positively by the intervention of activities and services 
(Faulcon, 1994). In his review of the literature, Faulcon 
concluded that compensatory education was found to produce a 
positive effect, but that the effect appears to "fade out" 
over time. 
In research designed to identify demographic 
characteristics which distinguish successful and 
unsuccessful Northern Arizona University Upward Bound 
participants, a descriptive study was completed with a 
primary and secondary focus. In the primary phase, 
characteristics of successful Upward Bound students who 
participated in program activities during the inclusive 
program years (1977-85) were examined. 
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The study's secondary phase focused on the academic 
performance of Upward Bound participants who enrolled as 
college students at Northern Arizona University (Brown, 
1993). An analysis of variance was used to examine the 
relationships between the study variables. An examination of 
the students scholastic achievement was conducted, and a 
statistical comparison was made between Native American and 
non-Indian students' performance. Based on results, the 
investigator concluded the following: 
1. There were no significant differences in Native 
American and non-Native American success rates. 
2. Consistency in program personnel positively 
influenced participants' success. 
3. Total years of program participation, 
quantitative academic performance data, and 
parents' educational and occupational levels 
were found to be effective predictors of 
students' success when combined. 
4. Academic preparation as opposed to ethnicity was 
positively related to participants' post 
secondary performance (Brown, 1993) . 
An examination of relationships among demographic 
characteristics, standardized achievement test performance, 
academic performance in college preparatory courses, and 
learning style preference of economically and educationally 
disadvantaged students, was conducted at Iowa State. 
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The analyses of the data set in this study indicated that 
academic preparation and grade level directly influence 
performance on achievement tests. Also, this investigation 
demonstrated a relationship between demographic variables 
and success as measured by academic and achievement test 
performance (Beavers, 1992). This analysis found that 
there were statistical differences among students on 
achievement test performance when geographical setting, 
ethnic, gender, and grade level are taken into account. 
However, these differences were at minimum levels. 
Earlier research on academic performance conducted for 
an Upward Bound Program serving students from northern Iowa 
and southern Minnesota yielded similar results (Young and 
Exum, 1982). For this study, participants in grades 9 
through 11, came from families that had poverty income 
levels, with the highest income level at $7,999. The study 
focused on the following research questions: 
(a) Is the program meeting its intended academic 
obj ectives? 
(b) Are there measurable indices of achievement 
among the program participants? 
(c) Is the achievement significant? 
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(d) What are the longitudinal effects and outcomes 
of participation in the program? 
(e) Do the outcomes warrant continuation of these 
compensatory educational programs? 
Using the California Achievement Test (CAT) for grades 
9 through 12 and the American College Test (ACT) with 
composite scores for national samples of high school 
seniors, the findings revealed a success rate of 98 percent 
for this Upward Bound program population. Of the 
participants, 26 of the 34 were enrolled full-time in a post 
secondary institution in the fall of 1979. In addition, 
the findings represented a post secondary placement rate of 
77 percent. This study concluded that Upward Bound 
Programs population clearly demonstrated increased academic 
development across language arts (Young & Exum, 1982). 
As cited in the above Upward Bound studies, a fairly 
reasonable case can be made for the relationship among 
academic performance and a number of independent variables. 
Researchers have consistently demonstrated that academic 
performance is a broad issue which can be influenced by an 
array of factors such as gender, family, achievement test 
performance, and geographic location. 
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However, investigators have not been as diligent in 
researching the relationship between academic performance 
and other issues for Upward Bound Programs. For instance, 
few studies have explored possible linkages between 
variables such as peer status and academic achievement for 
Black adolescents. One study which examined this potential 
connection as implemented at the University of Virginia 
where researchers sought to determine whether or not Black 
adolescent participants in an Upward Bound Project and a 
Summer Transition Program were influenced by relationships 
with their peers (Mitchell, 1991). The study proposed two 
major hypotheses: 
1) There is a positive relationship between peer 
status as a study partner for Black adolescents 
ages 14-19 and academic achievement in the 
Upward Bound and Summer Transition Programs; 
2) There is no relationship between academic 
achievement and peer status as a best friend or 
teammate in sports for Black adolescents ages 
14-19 in the Upward Bound and Summer Transition 
Programs (Mitchell, 1991). 
Using MANOVA and a multiple regression analysis, the 
author found that the grade point average predicted a small 
but significant variance on the study partner-achievement 
relationship. Hence, the first hypothesis was supported. 
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In the second hypothesis, there was no relationship between 
academic achievement and status as a best friend but low- 
achiever. However, low achievers for whom the grade point 
average was used as an achievement measure, received higher 
teammate ratings than high achievers. In addition, family 
and gender variables were found to be significant predictors 
of the study partner-achievement relationship. That is, 
the academic performance of the Upward Bound students was 
positively influenced by positive study partner 
relationships. 
2. Satisfaction and Academic Performance 
Satisfaction has been viewed as an important phenomenon 
in relation to work and to life in general. Given the 
public's increasing demands for 'customer satisfaction' and 
calls for 'accountability' in the service and retail 
domains, it is crucial that educators give attention to 
student satisfaction, particularly in terms of 
administration. Although there has been limited systematic 
examination of this phenomenon, some researchers have viewed 
student satisfaction as a significant factor in influencing 
students' attitude toward education (Duke, 1977; Epstein & 
McPartland, 1976). 
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It has been reported by researchers that a statistically 
significant and positive relationship exists between 
positive attitude toward school and grade point average, and 
performance on standardized achievement tests (Beelick, 
1973; Brodie, 1964). 
In an earlier study, Malpass (1953) hypothesized that 
there is a relationship between measures of students 
perceptions (satisfaction) and achievement in school. 
Using a sample of 92 eighth-grade students representing a 
public school system in New York, the researcher tested all 
subjects with three instruments designed to measure 
perceptions of school. 
A five-point rating scale was devised in order to rate 
the various perceptual test stimuli using independent 
ratings ranging from "definitely positive" to "definitely 
negative" feelings about aspects of school. The two 
measures of achievement used were, "end of semester grades" 
and "standardized test scores." A product-moment 
correlation was computed between the total perceptual test 
scores and the achievement criteria. 
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The findings indicated that with respect to the one type of 
achievement criterion, end-of-semester grades, the 
conditions of the hypothesis was fulfilled, but it was 
rejected with respect to the second type of achievement 
criterion, standardized achievement tests. 
Malpass concluded that students perceptions of school 
and various aspects of school, seem to be related to 
achievement, but he cautioned against any attempts to 
establish a "cause and effect" relationship. In addition, 
he suggested that student perceptions of school do not seem 
to be related to achievement as measured by standardized 
achievement tests. 
While a number of inquiries have documented a 
relationship between student satisfaction and academic 
achievement, a pair of researchers attributed student 
dissatisfaction to other factors. In a study designed to 
examine the differences between dissatisfied and satisfied 
students concerning their school experiences, Jackson and 
Getzel (1959) concluded that students often bring a set of 
perceptions or dynamics to a particular situation. 
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Using a 60-item Student Opinion Poll, the researchers 
divided 531 adolescents into two groups (satisfied and 
dissatisfied). Students' responses were solicited 
concerning general satisfaction or dissatisfaction with 
various aspects of school such as the teachers, the 
curriculum, the student body and the classroom procedures. 
The researchers found that individuals bring with them a set 
of perceptions about satisfaction and dissatisfaction with 
educational institutions. They maintained that this fact 
was more attributable to the students' personal orientation 
than to their school experiences. 
Contrary to the Jackson and Getzel (1959) findings, 
Brodie (1964) found that students with positive attitudes 
toward school (satisfied) tended to be more closely 
associated with the development of academic skills. By 
contrast, those with negative attitudes toward school 
appeared to be inhibited in their development of certain 
academic skills. In his investigation, Brodie replicated 
the earlier Jackson and Getzel study with two groups of 
urban eleventh graders. 
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These students were classified as "satisfied" and 
"dissatisfied" and were given the Student Opinion Poll and 
the Iowa Test of Educational Development. 
An analysis of variance comparing satisfied and 
dissatisfied attitudes was computed and subdivided by 
variables such as sex and test score means. The results 
indicated "satisfied" students generally out performed 
"dissatisfied" students at a statistically significant 
level. The advantage of "satisfied" students tended to be 
greater on tests where academic skills were involved than on 
tests of general background information. Brodie concluded 
that such skill development was more pronounced in students 
affirmative in their attitude toward school because of its 
association with typical classroom objectives and drill 
routine. 
Educational researchers have produced several studies 
which have examined the level of satisfaction that middle 
and high school students have with their education. These 
studies have shown that students vary in terms of their 
degree of satisfaction with the quality of their education 
in general. 
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A 1994 National Youth Survey conducted by the Gallup 
Organization polled a sample of 630 children and teenagers. 
The survey was designed to help educators and the public 
better understand how well American schools and society are 
accomplishing the nation's primary educational goals (Van 
Scotter, 1994). 
When asked about their confidence in American 
institutions, religion (66 percent) and public schools (64 
percent) emerged as clear favorites. Ninety-four percent of 
those surveyed looked to their parents as the most important 
role model, followed by their teachers (78 percent) and 
religious leaders (50 percent). These data suggest that 
satisfaction with education, via-a-vis public schools and 
teachers are important attributes to students. 
In another study of student satisfaction with high 
school, a group of researchers used an adaptation of 
'reinforcement theory' to assess the perceived availability 
and value of 35 different academic and interpersonal 
dimensions of the school environment (Colton & White, 1985). 
An instrument entitled Students and Their Schools was 
distributed to 411 students in two city and three suburban 
public schools. 
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The statistical tests performed included ANOVA, a factor 
analysis, and a multiple regression. 
The results indicated that the perceived availability 
of positively valued resources alone accounted for about 45 
percent of the overall variance on student satisfaction. 
Students were more likely to participate in a wider range of 
school-related activities if they had generalized feelings 
of satisfaction with school. Also, small but consistent 
differences were found between male and female responses 
(Colton & White, 1985) . 
Interest in developing a reliable "quality of school 
life" instrument prompted the investigation of three 
dimensions of student reactions: 1) satisfaction with school 
in general, 2) commitment to school work, 3) attitudes 
toward teachers. Based on discriminant and concurrent 
analyses of 4,266 student survey responses, researchers 
found that student satisfaction increased the likelihood 
that they stayed in school and developed a lasting 
commitment to learning (Epstein & McPartland, 1976) . 
Another dimension of student satisfaction which impacts 
academic performance is the influence of guidance counselors 
and their services. 
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Satisfaction with guidance services increases the likelihood 
that students will improve their academic performance. 
Using data from the American College Testing (ACT) 
Assessment Program for the ten-year period between 1974 and 
1984, the level of satisfaction with guidance services among 
college-bound students was examined (Engen, Laing & Sawyer, 
1988) . 
The Assessment Program is a comprehensive evaluation of 
guidance and placement services for students involved in 
transition from high school to college. It consists of four 
academic tests, self-reported high school grades, a 190-item 
Student Profile Section and an Interest Inventory. With 
the use of multiple regression analysis and descriptive 
statistics, the researchers found a steady increase in the 
proportion of students reporting satisfaction from 48 
percent in 1974 to 59 percent in 1984. However, 
application of several predictor variables (high school 
type, program, racial/ethnic grouping, and rank) did not 
yield any significant relationships. 
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Also, a multiple regression analysis performed on a sub 
sample of students did not result in any statistical 
significance (Engen, Laing & Sawyer, 1988). 
Although the above cited studies yielded additional 
information which can be useful in assisting this researcher 
to gain insight about the relationships between satisfaction 
and academic performance, further study is critically 
important. What is warranted in this case is a compelling 
set of findings related to satisfaction and academic 
performance which will empirically document the nexus 
between these two variables. 
a. Administrative Leadership and Academic Performance 
Satisfaction with administrative leadership can be an 
important factor in explaining academic performance. 
Administrative leadership in an educational setting is 
crucial because of the autonomy which leaders such as 
principals, teachers, directors, counselors and program 
coordinators have in managing their organizations. This 
factor is due in part to the tendency of public schools in 
general and programs aimed at Upward Bound-type students in 
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particular to be somewhat removed from the daily scrutiny of 
funding agencies such as school board authorities as well as 
federal and regional entities. 
Although administrative leaders are bound by various 
policy and procedural mandates, they exist in what is 
quickly becoming a more decentralized form of governance in 
which decision-making authority and managerial functions are 
broadly defined. Within this context, administrative 
leaders are responsible not only for policy interpretation 
and implementation, but they have the freedom to develop, 
implement and evaluate policies of their own designs. 
In their roles as administrative leaders, Upward Bound 
Directors have the opportunity to shape the direction of 
their programs by hiring, supervising and training staff. 
Furthermore, they can develop and implement specific 
services and cultivate relationships with external agencies 
and resources which support the goals of their specific 
program. 
Over the past several decades, educational reformers 
have cited a "lack of leadership" as a major reason for the 
deteriorating quality of public education (The Carnegie 
Foundation for the Advancement of Teaching, 1983). 
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The buzzwords over the past decade surrounding public 
education have included 'effective schools', 'cooperative 
learning', ' learning styles', 'decentralization', 
'networking', 'site-based management', 'quality', 
'accountability', ' collegiality', and 'leadership 
effectiveness'. Each of these concepts acknowledges the 
critical role which management and leadership principles 
have for those concerned with education in much the same way 
that leadership effectiveness has been embraced as the 
cornerstone of successful organizations throughout the 
world. 
Within this context, an examination of the literature 
revealed a number of general definitions of leadership. As 
one of the five traditional management functions, (planning, 
decision making, organizing, leading and controlling), 
leadership has been defined as the use of influence to 
motivate others to achieve program objectives. It involves 
communicating these objectives to employees throughout the 
agency and developing in them a commitment to perform at a 
high level (Starling, 1993) . In his comprehensive handbook 
on leadership, Bass (1990) provides the following general 
definition of leadership: 
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Leadership is an interaction between 
two or more members of a group that 
often involves a structuring or 
restructuring of the situation and the 
perceptions and expectations of the 
members. Leadership occurs when one 
group member modifies the motivation 
or competencies of others in the group. 
Any member of the group can exhibit 
some amount of leadership (Bass, 1990). 
Some writers have contended that the notions of leaders 
and leadership defy a precise definition. For instance, 
Dennis (1992) in his attempt to provide a clear description 
of leadership professes: 
I feel like a lepidopterist (butterfly 
collector) chasing a butterfly. 
Frequently, leadership is more easily discernible by its 
absence than its presence. There have been three main 
approaches to the problem of leadership effectiveness, 
namely, trait, behavior style and contingency. The first 
two, which have concentrated on the attributes of individual 
leaders have limitations. Research has shown that leaders 
do not possess a set of common personality traits or 
behavioral styles. These findings gave rise to a belief 
that leaders were born, not bred, and that selection was 
thus more important than training and development. 
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The contingency model, as expounded by Fielder (1967), 
stressed the role of contextual variables as determinants of 
leader effectiveness. Stodgill (1957) summarized these 
models of leadership as follows: 
The pattern of personal characteristics 
of the leader must hear some relevant 
relationship to the characteristics, 
activities and goals of the follower. 
Here it is suggested that certain situations produce certain 
type of leaders or allow one type of leader to be more 
effective than another. The situation determines the 
relevant leadership pattern. From these assertions, 
Stodgill (1957) and Adair (1983) concluded that the skills 
of leadership are transferable from one situation to 
another, but that individual leaders rarely are. This 
notion raises problems for organizations where conditions 
are different in time and over time and thus call for 
changing capabilities to assure effectiveness. 
Noted author Peter Drucker (1996) acknowledged the 
existence of four conditions necessary for a useful 
definition of an effective leader regardless of his or her 
almost limitless diversity with respect to personality, 
style, abilities, and interests. He stated: 
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1. The only definition of a leader 
is someone who has followers. 
Some people are thinkers. Some 
are prophets. Both roles are 
important. But without followers, 
there can be no leaders. 
2. An effective leader is not someone 
who is loved or admired. 
He or she is someone whose 
followers do the right things. 
Popularity is not leadership. 
Results are. 
3. Leaders are highly visible. They, 
therefore, set examples. 
4. Leadership is not rank, privileges, 
titles, or money-it is 
responsibility (Drucker, 1996). 
While the above studies and definitions of leadership 
are useful in examining facets of leadership, a more precise 
definition of administrative leadership is needed. A more 
precise definition which incorporates the most important 
aspects of many of the definitions discussed above will 
enhance the researcher's explanation of the relationship 
between the variables under consideration. Therefore, for 
the purposes of this study, administrative leadership will 
be defined as the ability to influence decisions about 
programs, services, and activities through effective 
motivation and clear communication. 
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b. The Effects of Administrative Leadership on 
Academic Performance 
Although much of the literature on administrative 
leadership has concentrated on management within business 
and industrial settings as delineated in the above 
paragraphs, a growing body of researchers has begun to focus 
on satisfaction with administrative leadership within the 
context of education as it relates to school improvement, 
effectiveness and student achievement. For instance, the 
relationship between leadership and improved academic 
performance was the subject of a three-year effort by a 
group of urban principals and a group of middle management 
support staff toward the design of demonstrably effective 
educational organizations. They directed their attention on 
the overarching question, "Does efforts at reorganizing, 
reforming, restructuring and trying new leadership 
approaches lead to improved school performance?" 
Results of the three-year study, (1990 to 1993), 
revealed the following findings: 
1. The proportion of students retained (grades 1 
through 8) was reduced from 22 percent to less 
than 8 percent. 
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2. Report card grades at all levels and in all 
subjects improved, both in terms of reduced 
failures and increased proportions of A's and 
B's. 
3. Suspensions and requests for disciplinary- 
transfers dropped markedly. 
4 . The number of students placed in special 
education classes dropped substantially. 
5. In many of the schools studied, teachers 
conducted research projects similar to the 
student shadow study because their curiosity had 
been piqued by seeing their principals do so 
(Lyle, 1996) . 
Some educational researchers have held that a key 
element of an effective school is its administrative 
leadership as personified through an effective principal. 
According to one writer: 
The principal has to he the person 
the instructional personnel look to 
for the instructional leadership in 
the system. If they do not, the 
implications for the schools are 
considerably negative(Edmonds, 1981). 
Weber (1971) listed "strong leadership from the 
principal" as a characteristic of "successful" schools. 
Russell, et al. (1985), identified the principal-as- 
instructional-leader as one "characteristic of an effective 
school." 
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Niece (1983) found in his qualitative research on effective 
instructional leaders that leaders tended to be "people 
oriented and interactional." Fielder further expanded the 
discussion on "human relations-oriented leaders" in the 
following observations. He argued: 
While one can never say that 
something is impossible, and while 
someone may well discover the 
all-purpose leadership style or 
behavior at some future time, our 
data and those which have come 
out of sound research by other 
investigators do not promise such 
miraculous cures (Fielder,1967). 
A study of motivation for success in high school 
classes and the leadership role of teachers and 
administrators found that administrative support through 
direct and indirect means such as funding the purchase of 
materials, commitment of time, and professional development 
activities greatly influenced the students' academic 
performance (Alford, 1997). Similarly, in a three-year 
study of 67 schools in the Seattle School District, 
researchers examined four general aspects of principal 
behavior: (1) mobilizing resources, (2) communicating, 
(3) serving as instructional resource, 
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and (4) being a visible presence and their relationship to 
student achievement (Andrews, et al., 1986). These factors 
were correlated with school test means for students on 
reading and mathematics scores from the California 
Achievement Test by employing regression analyses and 
analysis of variance strategies. 
The normal equivalent score gains for students in 
strong-leader schools were significantly greater in both 
total reading and total mathematics than those of the 
students in schools rated as having average or weak leaders 
(Andrews, et al., 1986). These findings suggested that 
perceptions of the principal as an instructional leader are 
critical to the reading and mathematics achievement of the 
students. In another study linking satisfaction, teacher 
productivity, and student academic performance, researchers 
attempted to determine the difference between teacher 
preference for Theory X, Theory Y, and Theory Z leadership 
styles. In addition, the study was designed to determine if 
this difference was related to the variables of gender, age, 
race, years of teaching experience, current grade level 
taught, and educational attainment level. 
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The data were analyzed with chi-square and multiple 
regression statistics and yielded interesting results. 
There was a significant difference in overall teacher 
preference with Theory Z representing the majority of 
respondents, followed by Theory Y and Theory X. 
Significant differences in leadership style preferences were 
found with regard to the independent variables of race, age, 
and years of teaching experience. Teacher preferences did 
not differ according to the variables of gender, current 
grade level taught, and educational attainment level. 
However, teacher satisfaction and enhanced student outcomes 
were significant by-products (Thomas, 1995). The 
implications of this study for principals and public school 
administrators are that teacher leadership preference should 
be considered if effective leadership is to be realized in 
enhancing student academic achievement. 
c. Caring Attitude and Academic Performance 
The literature on student outcomes contains a number of 
references to the impact of relationship with teachers, 
counselors and other educators on student academic 
performance. 
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These variables can be conceptualized as dimensions of 
student satisfaction and can influence the dependent 
variable, academic performance. The variables which emerge 
throughout the literature concerning relationships with 
educators are, 'student perception of caring', 'feeling of 
effectiveness', 'levels of involvement' and 'the amounts of 
contact' . 
Caring teachers have been defined as those who ask 
questions of their students, give them encouragement and 
moral support (Bosworth, 1995). A study designed to 
determine what factors were most important to 200 college 
freshmen relative to their secondary school experience was 
conducted by Morse and Barnett (1994). Students were asked 
a series of questions about their memories of events in 
school and the approaches, attitudes, and traits of teachers 
which they found most or least favorable. Almost 28 percent 
identified a particular teacher characteristic as their most 
vivid memories of school. Usually the memories were 
associated with a "kind and caring" teacher who was often 
understanding, warm, and sensitive to the student's needs. 
The teacher was willing to interact with them individually 
when it was necessary. 
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Teaching approaches, personal traits, attitudes found to be 
most favorable were: "shows enthusiasm for their subjects," 
"projects a positive attitude on a daily basis," and "is 
nurturing, happy, accepting and friendly." In several 
cases, the enthusiasm, interest and concern shown became 
strong motivational factors for students in pursuing their 
academic goals. These findings were supportive of past 
studies which have shown that teachers and learning work 
best for students when they feel a human connection with a 
caring, genuine, interested, supportive, empathetic, 
enthusiastic, humorous and respectful teacher (Fuller, 
1992) . 
Student perceptions of caring on the part of their 
teachers were found to be substantially associated with the 
students' evaluation of their teachers, their affective 
learning and their perceptions of their cognitive learning. 
The construct, "perceived caring" is grounded in the 
beliefs that a teacher's classroom behavior is constantly 
under scrutiny by students and that students learn a great 
deal from a teacher's nonverbal behavior as well as their 
verbal behavior (Teven & McCroskey, 1997). 
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In their study, Teven and McCroskey proposed three 
hypotheses: 1) Teachers who are perceived as more caring by 
their students will also be evaluated more positively by 
their student; 2) Students who perceive their teachers as 
more caring will evaluate the course content more 
positively; and 3) Students who perceive their teachers as 
more caring will report they have learned more in the 
course. With a sample of 235 students enrolled in 
communications classes at an eastern university, the authors 
employed a 22-item bipolar scale which was found to have a 
good face validity (alpha reliability of .95). The results 
of this study confirmed or supported each of the hypotheses, 
with significance levels ranging between r = .64 to r = .81 
(pc.OOOl). The computations of multiple regressions, 
correlations and partial correlations indicated a very large 
proportion of variance on all of the dependent variables. 
The statistical results strongly suggested a positive 
relationship between perceived caring and affective and 
cognitive learning (Teven & McCroskey, 1997) . 
In other writings, it was suggested that it is 
probably best if a teacher really cares about the student, 
but notes that it is difficult for any teacher to care a 
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great deal about every student, particularly when teaching 
very large classes. McCroskey(1992) notes: 
... it becomes important for a 
teacher to learn how to communicate 
in such a manner that students will 
perceive that he or she cares about 
them, whether or not that is the 
case in reality. It is not the 
caring that counts; it is the 
perception of caring that is critical. 
If a teacher cares deeply but does not 
communicate that attribute, he or 
she might as well not care at all.... 
The nature of role model relationships that exists 
between faculty members and students has been thought to 
influence their achievement as asserted by one author: 
...through little is known about the 
impact of close relationships between 
student and faculty, the belief is 
widespread that influence of faculty, 
as exemplars and as caring persons, 
can be substantial...(McQuillen,1992). 
d. The Relationships Among Effectiveness, Involvement, 
Student Communication with Administrators, and 
Academic Performance 
A set of variables which has been used to examine the 
relationship between academic performance and student 
satisfaction has been the level of school officials' 
effectiveness, involvement and student communication with 
administrators. 
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For instance, researchers studied the impact of these 
variables based on interviews with students on their 
perception of teachers' effectiveness. The researcher found 
that teacher communication, clarity on their grading, and 
teacher expectations helps improve the student academic 
performance (Civikly, 1992) . Similarly, Langbein (1994) 
demonstrated that student evaluations of teachers tend to 
reflect either the teacher's popularity among students or 
the actual objective quality of the teacher's instruction. 
According to these findings, students viewed characteristics 
such as "teachers' genuine concern about students," 
"teachers' and counselors' enthusiasm about their jobs", 
"less authoritarianism from teachers," and "student input 
into decision making" as important to their school success 
(Langbein, 1994). 
In a descriptive study on the counselor's impact on 
students in the college selection process, which used a 
sample of 3708 students entering a large Midwestern 
university, it was found that the majority of students 
considered their high school counselors to be the most 
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helpful and preferred counselors who were 'caring', 
'concerned' and 'available' (Johnson, Stewart & Eberly, 
1991) . Griffin (1993) suggested that administrators should 
promote and implement programs which encourage a caring 
school environment. 
3. Parental Involvement and Academic Performance 
The linkage between parental involvement and academic 
performance has been substantiated by numerous writers. 
There is widespread agreement that students are more 
successful when their parents are involved in their learning 
at home and at school (Henderson & Berla, 1994), and that 
they earn better grades and test scores (Peterson, 1989) . 
Parental involvement in education is increasingly viewed as 
a way to improve students' educational performance 
(Schneider & Coleman 1993). Further, it appears that 
schools with students from similar social classes tend to 
rank high on parental involvement and home-school 
cooperation (Levine & Lezotte, 1990). 
Parents are among the most influential reference groups 
in a child's cognitive development and attitude formation 
(Tocci & Engelhard 1991; Amato 1989). 
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In particular, children with parents who teach them the 
importance of education and responsibility are more likely 
to succeed academically and to develop positive attitudes 
toward learning. According to Reynolds and Walberg (1992), 
parental support, which includes parental expectation of 
success, influences both academic performance and attitude 
through intervening factors such as motivation and classroom 
environment. Schibeci and Riley (1986) supported the finding 
that home environment has an indirect effect on attitude 
through students' perceptions of instruction. 
Eagle (1989) found factors such as having a place to 
study, parents' emphasis on reading and having parents who 
interact with their children about education to be 
significantly associated with academic performance. 
Controlling for socioeconomic status, she concluded that the 
degree to which parents were involved in their children's 
learning was the variable most strongly related to academic 
performance. Milne (1989) found that the ability of families 
to provide the material, financial, and experiential 
resources for strong learning were keys to student academic 
performance. 
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Equally compelling has been evidence which suggests 
that for many families and schools, especially those at the 
lowest socioeconomic levels, there is a struggle to find 
ways to interact with schools on an effective level (Becker, 
1999) . Many studies have shown that for various reasons, 
middle-status parents are more frequently involved with 
their children's schools than are low-status parents 
(Hoover-Dempsey, Bassler, & Brissie, 1987) . Although there 
are numerous individual exceptions to this generalization, 
(Eisenhart, 1989; Epstein & Dauber, 1991), working class 
parents on the average have less knowledge of how to work 
with the school and how to help their children academically 
and feel less comfortable with teachers and administrators 
than do middle-class parents (Menacker, Hurwitz, & Weldon, 
1988; Comer & Haynes, 1991). It is also recognized that 
many low-income parents express the desire to cooperate more 
closely and productively with their children's schools and 
teachers in an effort to increase their children's academic 
performance (Dauber & Epstein, 1989; Epstein, 1991). 
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4. Perceived Improvements in Study Habits and Academic 
Performance 
The relationship between perceived improvements in study 
habits and academic performance has been explored 
vigorously. Researchers have examined the influences which 
perceived improvements in study habits and its various 
manifestations of learning styles, study skills, homework 
completions, and time management have on student academic 
performance in school. Schwartz (1986) indicated that to 
improve student academic achievement, the following areas 
must be addressed: perceived improvements in study habits 
and skills, responsibility, academic motivation and student- 
teacher relationships. The researcher gathered data 
relating to student study habits, skills and attitudes. 
The surveys were completed by 110 students, their 
parents and 48 school staff members. The findings revealed 
that a majority of students (82 percent) and parents (96 
percent) wanted study habits and skills to improve. Fifty- 
seven percent of the students and 82 percent of the parents 
surveyed felt that a course in study skills and time 
management skills was needed (Schwartz, 1986). 
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Jaquess (1984) examined the influence of part-time 
employment and perceived improvements in study habits on 
academic performance. Data were gathered from students in 
the eleventh grade at a large midwestern high school. A 
questionnaire on student employment was administered to 
these students. Approximately three weeks later the 
students completed the Survey of Study Habits and Attitudes 
(SSHA). Results of the survey revealed that academic 
performance was not significantly affected by part-time 
employment for these students. The non-employed students 
grade point averages were higher than the grade point 
averages of the employed students, though the difference was 
not statistically significant. It was revealed that the 
study habits and attitudes as reflected by SSHA subscores of 
employed students were not significantly different for those 
of the non-employed students. However, there was a positive 
relationship between SSHA subscores and academic performance 
(Jaquess, 1984) . 
The use of perceived improvements in study habits as an 
independent variable in relation to academic performance was 
explored by Davou and McKelvie (1984) . 
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The investigators used two groups-high scorers and low 
scorers-on an instrument designed to measure perceived 
improvements in study habits. Results indicated that high 
scorers performed better than low scorers on both timed 
forms. High scorers attempted more questions (limited) and 
were faster (unlimited) than low scorers. These findings 
suggested that the superiority of students with high scores 
on study habits was based on power and speed (Davou & 
McKelvie, 1984). 
Perceived improvements in study habits and attitudes 
were used to predict academic performance for a sample of 82 
Upward Bound students in English, mathematics and spelling 
at the University of North Texas (McDougle, 1989). The 
purpose of the study was to determine the relationships 
between selected study habits, attitudes and achievement for 
secondary students. Using an ex post facto research design, 
the author applied a variety of instruments such as the 
Survey of Study Habits and Attitudes (SSHA), the Stanford 
Test of Academic Skills (TASK), and the Otis-Lennon Mental 
Abilities Test (OLMAT) to measure study methods, motivation 
for study, scholastic aptitude, and cognitive abilities 
(McDougle, 1989). 
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A multiple regression statistical analysis indicated 
that the four subscores of the SSHA were not accurate 
predictors of academic performance. However, some of the 
correlations among the subscores for the SSHA and the TASK 
were significant. The author recommended that the SSHA 
should not be used to predict academic performance for 
Upward Bound program participants but instead should be used 
to help refine academic programs for students (McDougle, 
1989) . 
A descriptive study by Wright (1982) was designed to 
determine if non-cognitive factors such as locus of control, 
level of aspiration, and study skills had equal or superior 
value to cognitive factors such as high school grade point 
average and language skills. In addition, the 
predictability of academic performance was measured by other 
non-cognitive variables including employment status, gender, 
financial aid status, university major, numbers of hours 
taken, parental aspiration and parental education. 
A step-wise multiple regression correlation was 
employed to determine the degree of correlation between the 
independent variables and the dependent variables. 
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An alpha level of .05 was used to determine the statistical 
significance of the data. An analysis of the data indicated 
that cognitive variables were superior to non-cognitive 
variables in predicting the grade point averages of the 
subjects. Also, the researchers reported that all 
independent variables accounted for only 23 percent of the 
variance, with the two cognitive variables comprising 22 
percent of the variance. This study found that the 
independent variables significantly related to academic 
performance were study habits, study attitudes, financial 
aid status, high school GPA, and language skills (Wright, 
1982) . 
5. Additional Factors Associated with Academic Performance 
As documented in the preceding sections of the 
literature review, researchers have examined a number of 
factors which impact academic performance. Among these 
factors are satisfaction, leadership, caring, involvement 
and communication. However, several other factors have been 
found to directly or indirectly influence academic 
performance. 
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Although the number of studies focusing on the relation 
between academic performance and other variables has been 
largely confined to the previously cited studies, the 
present research intends to explore the potential 
appropriateness of additional variables in predicting 
academic performance. The following other variables, 
gender, ethnicity, geographical setting, socioeconomic 
status of families, and program size will be examined 
through a careful discussion of various studies related to 
academic performance. 
a. Gender and Academic Performance 
Gender differences in academic performance have been 
studied extensively. While it is generally agreed that 
females have a slight advantage on average in verbal 
abilities and males have a slight advantage on average in 
mathematics, it is unclear whether these differences have 
changed over time. (Nowell & Hedges, 1998) . The literature 
on gender differences in academic achievement is 
considerable. However, despite all the work that has been 
done, researchers have reached consensus on only a handful 
of findings. 
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For example, it is widely accepted that females tend to 
score higher on average than males on tests of verbal 
abilities (Maccoby & Jacklin, 1974; Hyde & Linn, 1988; 
Stumpf, 1995; Halpern, 1996). However, males tend to 
score higher than females on tests of mathematical ability 
(Maccoby & Jacklin, 1974; Hyde, Fennema, & Lamon, 1990; 
Stumpf, 1995; Halpern, 1996). On tests of stereotypical 
male vocational information and aptitude, (Hedges & Nowell, 
1995). Differences in verbal and mathematical abilities 
are small; however, differences in spatial abilities, 
vocational information and aptitudes are moderate to large. 
The conventional notion holds that girls tend to do 
better in liberal arts subjects, whereas boys typically 
perform better in mathematics and science. But the data do 
not necessarily bear out this widely accepted notion. To 
understand more about the test performance of male and 
females and the challenges that new assessment methods pose 
for fair testing, researchers from Educational Testing 
Service (ETS) completed a four-year study that analyzed 
results from more than 400 different assessments and 1,500 
data sets involving millions of students. 
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The authors, Willingham & Cole (1997), found that gender 
gaps in the United States are not nearly as large or as 
pervasive as one might think. Their study exposed several 
myths about different performances by gender and provided 
interesting avenues for further exploration. The 
Willingham and Cole study looked at assessment performance 
by gender at the 4th, 8th, and 12th grade levels. For each 
grade, they examined all available assessment data. They 
were careful to control for the nature of the construct 
being measured, the comparability of the male and female 
samples, and the particular cohort of samples being assessed 
(Latham, 1997). 
b. Length of Participation in Upward Bound and 
Academic Performance 
The issue of length of participation in Upward Bound 
and its relationship to academic performance was considered 
in the previous discussed study on academic achievement by 
Miller, et al., (1994). These researchers proposed the 
following question: Is there a relationship between the 
length of participation in Upward Bound programming and 
completion of post secondary education programs? 
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Among their findings, they determined that of those 
completing post secondary education, 37 (67.3 percent) 
participated in Upward Bound longer than two years, and 
eighteen (32.7 percent) of the subjects participated in 
Upward Bound for two years or less. For those in the group 
with two or less years of participation, the post secondary 
completion rate was 27.8 percent. The group with greater 
than two years of participation completed post secondary 
programs at a rate of 37.8 percent. Young and Exum (1982) 
concluded that the longer the intervention time for the 
participants, the more successful the outcome in terms of 
measurable changes in academic performance. 
c. Geographical Setting and Location of the Upward 
Bound Program and Academic Performance 
Another factor which influences academic performance 
for Upward Bound participants is that of geographic setting. 
Although studies which focus on regional and statewide 
academic performance for Upward Bound participants are 
limited, a number of studies have examined academic 
performance for similar students in the general population. 
The Southeastern United States has traditionally lagged 
behind other regions on many socioeconomic indicators. 
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Factors such as an over reliance on agriculture as the 
primary means of economic development, failure to 
appropriately use natural resources, and low levels of 
educational attainment have collectively contributed to this 
lack of performance for program participants in the 
Southeast. This latter factor, educational attainment, has 
been the central focus of many policy discussions and 
actions. It is possibly the single most important 
educational challenge to overcome for the United States as a 
whole and for the Southeastern region of the United States 
in particular. 
Among the four Census regions (Northeast, Midwest, 
South and West), the proportion of persons who completed 
high school ranged from 78.4 percent in the South to 83.9 
percent in the Midwest. The percentage in the South was 
significantly lower than in the other three regions. In 
terms of college attainment, the West was the highest with 
the completion of some college or more (54.2 percent), and 
the Northeast was highest in the completion of a Bachelor's 
degree or more (26.3 percent), (Day & Curry, 1996). 
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When one examines educational data among the eight 
Southeastern states, it is obvious that a number of 
disparities exist which are as equally compelling as those 
which exist among the regions of the country. These eight 
states - Alabama, Florida, Georgia, Kentucky, Mississippi, 
North Carolina, South Carolina and Tennessee - consistently 
rank near the bottom of a number of indicators for academic 
performance in comparison with the United States as a whole. 
While 13.1 percent of the U. S. population had Bachelor's 
degrees, the eight states averaged 10.8 percent, ranging 
from 12.9 percent in Georgia to 8.1 percent in Kentucky (U. 
S. Census Bureau, 1992). 
The United States had a high school drop rate of 10 
percent as compared to a Southeastern United State rate of 
12.2 percent. The Southeast U. S. drop out rates ranged 
from a high of 14 percent in Kentucky to 11 percent in both 
Mississippi and South Carolina (Casey Foundation, 1999). In 
terms of academic performance as measured by test scores, 
SAT and ACT average scores were 1017 and 21.0 respectively 
as compared to Southeastern scores of 975 (SAT) and 19.7 
(ACT), (The College Board, 1999; American College Testing, 
1999). 
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Finally, another set of critical indicators of academic 
performance by geographic setting is the amount of state 
spending on student aid for higher education programs. 
According to data from the U. S. Department of Education 
(1995-96), while the U. S. spends $67.2 million per state, 
the Southeastern U. S. average student spending ranged from 
a high of $209 million in Georgia, which was largely 
attributable to lottery-funded initiatives, to a low of 
$1.15 millions in Mississippi (National Association of State 
Student Grant and Aid Programs, 1997-98) . 
d. Ethnicity and Academic Performance 
One of the best-known studies on the effects of racial 
composition of schools on academic performance is the 
classic Equality of Educational Opportunity by Coleman, et 
al., (1966) . The Coleman report found that the backgrounds 
of students schoolmates had more influence on academic 
performance (achievement) than did school spending, 
curriculum, or quality of teachers. Racial differences in 
achievement were attributed to socioeconomic differences 
between the races. 
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Because predominantly White schools tended to contain 
students from higher socioeconomic backgrounds, schools with 
majority White populations were expected to be beneficial 
for minority children. 
Some researchers have indeed found that ethnic 
solidarity and a strong sense of ethnic identity on the part 
of many ethnic minorities can actually make significant 
contributions to academic performance and scholastic 
performance (Bankston, 1995; Bankston & Zhou, 1995; 
Matute-Bianchi, 1986). However, there is some question 
about whether the strong racial identity among African 
Americans that might result from single-race schools will 
necessarily lead to higher academic achievement. For 
example, Ogbu (1974, 1989, 1990) has argued that youth of 
"caste like" minorities, such as African Americans, have 
developed group identities and social relations geared to 
coping psychologically with experiences of racism and 
institutionalized discrimination. Ogbu contrasts this with 
the youth of immigrant minorities who have developed systems 
of social relations geared toward adaptation and upward 
mobility. 
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Mickelson (1990) has argued that academic performance 
among African American youngsters may be inhibited by their 
shared perceptions of the limited concrete benefits 
available to them through education. This author contends 
that if they do not see education as a means of upward 
mobility for themselves in a racist society, students will 
expend little effort on schoolwork. The views expressed by 
both Ogbu (1990) and Mickelson (1990) suggest that 
concentrating African Americans in all black schools would 
depress their academic performance. This minority 
concentration of students in schools would reinforce caste 
like identities and negative perceptions of the advantages 
of schoolwork. 
e. Family Socioeconomic Status and Academic 
Performance 
An important barometer for gauging the amount of 
academic performance among students is to examine 
educational attainment for various segments of society. To 
ensure the availability of educational opportunities for 
individuals, the federal government has created and 
supported a number of programs such as Upward Bound. 
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These programs have made a significant impact on the lives 
of many students. However, pursuing a college degree 
continues to be an elusive dream for so many. Recent 
studies suggest that while there has been steady improvement 
in the high school and college completion rates for certain 
segments of the population, these improvements have been 
tempered by the disparity in college admissions when family 
income level is taken into account. In total, these studies 
suggest inequality in educational attainment levels for 
various socioeconomic groups. 
The most recent U. S. Census Bureau Current Population 
Survey, revealed that 33.8 percent of people over 25 were 
high school graduates, 17.2 percent had attended some 
college, and 16.0 percent had achieved a Bachelor's Degree. 
It was further noted that the gap in high-school completion 
between African Americans and Whites narrowed over the past 
decade to the point where there was no statistical 
difference (U S Census Bureau, March 1998) . Jennifer Day of 
the U. S. Census Bureau, reflecting upon the growth in 
educational attainment asserted that: 
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...the proportion of the Hispanic 
population ages 25 and over with a 
high school or higher degree increased 
from 51 percent in 1987 to 55 percent 
in 1997. More than 4 in 10 (42 percent) 
of the Asian and Pacific Islander 
population ages 25 and over were 
college graduates ; for Whites, it 
was 25 percent and for African Americans, 
13 percent (Day & Curry, 1996) . 
Although these figures reflect positive trends in 
educational attainment, they pale in comparison when one 
considers the impact of income status on school completion. 
While 86 percent of high school graduates from high income 
families were academically qualified for admission at a 
higher education institution, the percentages were 68 
percent and 53 percent for middle income and low income 
graduates respectively. Also, students from high income 
families were twice as likely as middle income students and 
four times as likely as low income students to be very 
highly qualified for college admission. 
About half of minority high school graduates were 
qualified for college admission, with the exception of 
Asian/Pacific Islanders (73 percent), while 68 percent of 
white high school graduates were qualified (U. S. Department 
of Education, 1998) . 
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The impact of income status on academic performance is 
also reflected in decisions on whether to attend college 
immediately following high school graduation or to delay 
enrollment. Although the percentage of high school 
completers going directly to college increased from 54 to 65 
percent between 1986 and 1995, high school completers from 
high income families were more likely than their 
counterparts from low income families to go directly to 
college after completing high school. 
Between 1990 and 1996, the higher the education levels 
of a student's parents, the more likely the student was to 
enroll in college the year after completing high school. 
These and other data suggest that the opportunity for 
disadvantaged students to enroll in higher education is 
becoming increasingly more difficult (Miller, et al., 1994). 
Finally, when one compares the annual earnings of high 
school dropouts or high school completers to the annual 
earnings of college graduates, the disadvantages of not 
finishing high school becomes even clearer. In 1996, the 
median annual earnings of young adults ages 25-34 who had 
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not completed high school were substantially lower than 
those of their counterparts who had completed high school 
(31 and 36 percent lower for males and females, 
respectively) . Young adults who had completed a Bachelor's 
Degree or higher earned substantially more than those who 
had earned no more than a high school diploma or GED (54 and 
88 percent more for males and females, respectively). 
Between 1980 and 1996, the earnings advantage of obtaining a 
bachelor's degree or higher increased for males, rising from 
19 to 54 percent (U. S. Department of Education,1998). 
Entwisle and Alexander (1992) found that family 
socioeconomic status was the most important factor in 
explaining scores on mathematics tests among the Baltimore 
students tested. Caldas (1993) found a similar 
relationship held true at the school level, in which the 
percentage of poverty and the percentage of Black students, 
were the two most important school-level predictors of 
achievement on Louisiana state administered standardized 
tests. 
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f. Program Size 
Although the relationship between the size of Upward 
Bound Programs and the academic performance of participants 
has received little attention in the literature, it is an 
important issue which warrants further investigation. One 
study identified considered project size in its examination 
of the Upward Bound Programs. In the Mathematica study 
cited previously, Myers, et al., (1997) found that although 
program enrollment varies within the bounds set by federal 
rules, around 60 percent of programs were of medium size, 
serving between 60 and 100 students, 20 percent were (fewer 
than 60 students), and 20 percent were large (100 or more 
students). 
g. Factors that Influence Academic Performance for the 
General Population of Students 
Researchers have examined a number of other indicators 
which have proven useful in explaining the dependent 
variable of academic performance for students in the general 
population. In this section, a number of these indicators 
will be discussed. They include, school completion, 
personal and family factors, self esteem, peer relations, 
and achievement test scores. 
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High school completion is an important indicator of 
academic performance. Over the past fifty years, the 
proportion of students completing high school has steadily 
improved. In 1940, over 60 percent of Americans twenty- 
five to twenty-nine years old had not graduated from high 
school. However, by 1991 that ratio was only 14.2 percent. 
(U. S. Department of Education, 1992). 
An examination of variables related to high school 
completion and its determinants has yielded fairly 
consistent findings. In a study on high school completion, 
researchers found that various school characteristics were 
tenuously related, whereas family backgrounds and individual 
characteristics, including adolescent parenting and ability 
were strongly associated (Pirog & Magee, 1997) . Using data 
obtained from the National Longitudinal Survey of Labor 
Market Experiences Youth Cohort researchers found that among 
the individual characteristics which are key in determining 
the probability of on-time high school graduation is teenage 
parenting. 
The authors controlled for demographic, household size, 
and labor market variables. According to them: 
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Both genders suffer adverse consequences 
of adolescent parenting via reduced 
educational attainment, which ultimately 
affects their marketability, earning 
capabilities, and ability to support 
their children (Pirog & Magee, 1997) . 
An investigation of factors which influence the 
academic needs of African American and European American 
college women revealed a relationship to personal and family- 
factors. Utilizing multivariate and univariate analyses, a 
University of Tennessee researcher measured the relationship 
among achievements, personal factors, family factors and 
race. MANOVAs were used with measures of achievement need 
as the dependent variable and family and personal variables 
(including race) as the independent variables. In this 
multivariate analysis, personal and family variables and 
race were not found to interact significantly in their 
influence on academic performance (Harris, 1993). Kane and 
Spizman(1994) found that lower average educational 
attainment of African Americans was the result of 
differences in parent income, education, and geographical 
location and not race. In addition, university admission 
and award decisions were not contributing factors to lower 
educational attainment. 
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The connection among factors associated with academic 
performance was explored in a study completed on inner city 
Hispanic high school students. Researchers examined the 
characteristics that distinguish succeeding and failing 
students. They hypothesized that the least at-risk student 
would perceive greater overall family support, experience 
greater satisfaction with school, maintain a predominantly 
gang-free social group, and show evidence of a more positive 
self esteem compared with the most at-risk students (Reyes & 
Jason, 1993). In this study, students were assigned to the 
two groups based on their ninth grade attendance rate and 
academic achievement level. Students who had absenteeism 
rates exceeding 20 percent (15 days) per semester and a 
minimum of three course failures were designated high risk. 
Those with absenteeism under 10 percent (7 days) per 
semester and with no academic failures were considered low 
risk. Information was gathered from structured interviews 
in which a 52-item questionnaire was used to discuss items 
ranging from family support to school issues including 
satisfaction with school, and peer relations including gang 
involvement. 
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With the use of discriminant functional analysis, the 
researchers found that the greater the students' 
satisfaction with school, the more infrequent they were 
invited to join a gang, and the less often they brought 
weapons to school (Reyes & Jason, 1993) . 
Research on students' achievement goals and social 
constructs such as students' perceptions of their 
relationship with peers is relatively undocumented. 
According to one researcher: 
Although these two phenomena occur 
independently of each other, it is 
likely that concerns about peers are 
related to concerns about academic 
achievement (Urdan, 1997). 
A study that examined the peer relations among a sample 
of 260 eighth grade students' achievement goals and their 
associations with friends who were positively or negatively 
oriented toward academic performance was undertaken. The 
author established a set of variables such as task, relative 
ability, extrinsic, and effort avoidance goals to predict 
academic performance. In addition, two friendship 
orientation scales were employed, one of which measured the 
negative orientation of friends and the other measured the 
positive orientation of friends. 
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Also, the students' gender and their grade point average 
(GPA) in the four core academic areas (English, math, 
science and social studies) earned at the end of the second 
semester in eighth grade were examined. A regression 
analysis revealed that association with positively oriented 
friends was the strongest predictor of task goals, whereas 
associating with negatively oriented friends was strongly 
related to pursuing extrinsic and effort avoidance goals 
(Urdan, 1997). 
Self esteem and its relationship to earned grades, 
achievement test scores and other factors was explored by 
one team of researchers. They sought to examine possible 
correlates and antecedents of school performance by using 
the results from the School Form of the Self esteem 
Inventory (SEI), (Wiggins, Schatz, & West, 1994) . In 
addition, the results of the Iowa Tests of Basic Skills 
(ITBS), attendance records, and grade point averages were 
used as indicators to measure the level of academic 
performance which the study group experienced. The study 
concluded that there was a significant positive correlation 
between SEI scores and grade point average. SEI scores were 
also positively correlated with the composite scores on the 
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ITBS. Also, a regression analysis was completed for factors 
significantly correlated with grade point averages. The 
self esteem factor contributed most to explaining the 
variance on grades, followed by mothers working in intact 
families. The ITBS composite score factor was much less 
significant. In all, 57 percent of the variance on the 
composite scores was explained through the regression 
equation. This study seemed to reaffirm the earlier 
findings of Bloom (1977) which indicated that the cognitive 
and affective domains of student learning cannot be totally 
separated. 
Finally, in a study conducted on schools in the Sanford 
Florida area, researchers investigated the relationship 
among instructional strategies, student academic performance 
and teacher expectations. The schools which had been 
plagued with low staff morale, poor student performance on 
standardized tests and high failure rates were subjected to 
radical changes in instructional strategies such as 'block 
scheduling','greater emphasis on basic skills through an 
immersion program' and 'more control for teachers in 
curriculum and classroom decisions' (Shupe, 1997). 
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Researchers found that the students' academic performance 
improved dramatically with the introduction of these 
strategies and the implementation of a 'mastery learning 
program' which encouraged students to achieve a certain 
skill level before moving on to other areas or topics 
(Shupe, 1997). 
Chapter III. Conceptual Framework 
For the purpose of this research, self-actualization 
was used as the theoretical framework to explain academic 
performance for Upward Bound participants. Self 
actualization was selected because it holds that achievement 
and fulfillment are the ultimate desires which guide 
individuals. Self-actualization, which is rooted in the 
humanistic approach to behavioral management, asserts that 
individuals respond primarily to their social context, 
including social conditioning, sentiments and interpersonal 
situations (Maslow, 1975). 
The underlying assumption of the humanistic approach is 
that concern for the individual leads to increased 
satisfaction, which in turn results in better performance. 
As applied to the present research, it is assumed that 
increased satisfaction with administrative leadership, 
higher levels of parental involvement and perceived 
improvements in study habits will lead to a greater level of 
academic performance for the Upward Bound participants. 
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According to Abraham Maslow, a founder of the 
humanistic approach to management, human needs and desires 
are arranged in a hierarchy of importance in which people 
are constantly striving to improve their circumstances (See 
Figure 1) . Within this framework, self-actualization is 
defined as the full use and exploitation of an individual's 
talents, capacities, and potentialities. In addition, self- 
actualization is defined as the fulfillment of a mission, as 
a fuller knowledge of and acceptance of the person's own 
intrinsic nature, as an unceasing trend toward unity, 
integration or synergy within the person (Maslow, 1968). 
This theory purports that innate 'developmental' or 'self- 
actualizing' mechanisms are 
present within individuals 
that move them toward 
realization of their ultimate 
potential when environmental 




Belonging and love 
Safety 
Physiological 
Figure 1. Maslow’s Hierarchy of Needs 
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Maslow posits that people always want what they do not 
yet have. Consequently, needs which have been satisfied are 
no longer capable of motivating behavior and therefore 
create the necessity for higher level needs. In other 
words, once the lower level needs - safety, belongingness, 
love, and respect - are satisfied, individuals then turn 
their attention to satisfying higher level needs like esteem 
and self-actualization. 
To further explain the use of self-actualization as a 
conceptual framework for the present study, an examination 
of the five phases of the hierarchy of needs is in order. 
First, Maslow (1943) suggests that physiological needs, 
which include food, oxygen, water, sleep, and the sex and 
activity drives are the most prepotent of all needs. 
Specifically, a human being who is missing everything in 
life in an extreme fashion is most likely to be more 
motivated than others to seek satisfaction of this need. An 
individual who is lacking food, safety, love, and esteem 
would most probably hunger for food more strongly than for 
anything else (Maslow, 1968). 
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If the physiological needs are gratified, there then 
emerges the second set of needs which are characterized as 
safety needs. An individual who is seeking to satisfy his 
or her need for security, stability, order, and physical 
safety in his or her environment, sees almost everything 
else as less important. They are dominated by their current 
world-outlook and philosophy to the exclusion of everything 
else. 
If both the physiological and safety needs are 
satisfied, love, affection and belongingness emerge as the 
third group of needs. Love needs involve interactions with 
other people around such issues as affection, affiliation, 
and identification. Individuals at this phase feel a 
keener awareness of the absence of friends and loved ones 
and hunger for affectionate relationship with people in 
general. Once these needs are satisfied, Maslow suggests 
that people then develop a need or desire for a stable, 
firmly based high evaluation of themselves, for self- 
respect, or self-esteem, and for the esteem of others. It 
is at this fourth stage that the need for achievement 
arises. 
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Satisfaction with self-esteem leads to feelings of self- 
confidence, worth, strength, capacity and adequacy of being 
useful and necessary in the world. However, Maslow 
suggests that even if all of the needs in the hierarchy are 
satisfied, the potential is still there for discontent and 
restlessness. That is, unless the individual is doing what 
he or she is fitted for or that which makes them happiest, 
they cannot be said to have reached their full potential or 
ultimate satisfaction. It is this need for satisfaction 
which precipitates the development of self-actualization. 
As the highest level of need, self actualization involves 
achieving one's potential, and realizing one's full- 
capabilities (Maslow, 1975). 
Although each stage of the hierarchy of need has some 
degree of applicability for the present examination of the 
relationships among satisfaction with administrative 
leadership, parental involvement, perceived improvements in 
study habits and academic performance, the fifth stage, 
self-actualization, is of primary interest because of its 
assertion that an individual strives to achieve fulfillment. 
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Self-actualized individuals are people who have developed or 
are developing to the full stature of which they are capable 
(Maslow, 1987). Similarly, self-actualized Upward Bound 
participants can be thought of as fulfilling themselves by 
doing the best that they are capable of doing in their 
academic performance. Maslow (1962) concludes that while 
individuals have basic survival needs which must be met, 
their ultimate desires and needs are focused on pursuing 
greater fulfillment such as the realization of their goals, 
and aspirations. 
In investigating the impact of satisfaction with 
administrative leadership, parental involvement and 
perceived improvements in study habits on the Upward Bound 
participants' academic performance, the present research is 
largely concerned with examining two major themes. First, 
the researcher is interested in determining whether or not 
the attitudes and opinions which Upward Bound participants 
have about program leaders such as directors, coordinators, 
teachers, and counselors have an impact upon how they view 
their chances for improved academic performance. 
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A second major theme of the present research is exploration 
of the possible influence which other variables might have 
in predicting academic performance. 
Because Upward Bound Programs are designed to encourage 
and motivate participants to continue their education beyond 
high school, it is vitally important that the participants 
be provided with relevant experiences while they are still 
enrolled in high school. Also, since Upward Bound Programs 
are required to evaluate and document participant 
achievement and programmatic outcomes, it is equally vital 
that program leaders become more aware of how the 
participants perceive the activities and services which are 
provided. 
It is presumed that participants who see their Upward 
Bound Program leaders as caring, effective, and responsive 
will be more likely to derive a greater sense of 
accomplishment from their program participation, that is, 
they may be more likely to feel self-actualized. 
Furthermore, because directors are responsible for setting 
the programmatic priorities for their individual Upward 
Bound Programs, they have a unique opportunity to directly 
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influence the participants and impact the participants' 
level of satisfaction and their chances for greater academic 
success at the post secondary level. Participants who are 
satisfied with the administrative leadership of their Upward 
Bound Projects may be more likely to feel more favorable 
about their academics than those who are less satisfied. It 
is assumed that those with a greater level of satisfaction 
are much more apt to value their education than those with 
fewer favorable opinions about the Upward Bound leadership. 
In addition to consideration of satisfaction with 
administrative leadership, the researcher assumes that other 
factors such as parent involvement and perceived 
improvements in study habits may be useful in explaining 
academic performance. While these variables have received 
little notice in the literature in relationship to academic 
performance for students involved in opportunity programs 
such as Upward Bound, they are still important. In this 
researcher's view, students who see their parents as 
involved in their education are likely to make better 
grades. 
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Likewise students who seek to enhance their study habits may 
be more likely to experience improvements in their academic 
performance. Examination of these variables can provide 
the researcher with a broader range of factors to consider 
as it relates to academic performance. 
1. Hypothesized Relationships Among the Independent, 
Dependent and Control Variables 
The conceptual construct of self-actualization 
discussed above is directly applicable to the independent 
variables, satisfaction with administrative leadership, 
parental involvement, and perceived improvements in study- 
habits and the dependent variable, academic performance. 
The model, as shown in Figure 2 is appropriate for exploring 
the following four research hypotheses which this study 
seeks to validate. 
Research Hypothesis One - Satisfaction with administrative 
leadership, parental involvement and perceived improvements 
in study habits will significantly explain academic 
performance for Upward Bound participants. 
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The theoretical underpinning for research hypothesis one is 
rooted in Maslow's self actualizing theory. It is believed 
that students who are satisfied with leadership, view their 
parents as being involved and feel that their study habits 
are improving, may be more likely to feel motivated, and 
have a greater sense of fulfillment. 
Conversely, students who are less satisfied with their 
Upward Bound administrative leadership, who view their 
parents as less involved and who view their study habits in 
a negative light may be more likely to demonstrate a lower 
degree of academic performance. There are at least four 
reasons why satisfaction with administration, parental 
involvement, and perceived improvements in study habits are 
assumed to be significant in explaining academic 
performance. 
First, it is assumed that students may experience a 
sense of achievement when they are given attention by 
significant others within their school setting and at home. 
To be precise, they may feel that they are important to the 
Upward Bound Director and to their parents. 
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They can be said to be reaching a higher level of 
achievement when they attend classes more regularly, 
participate in more extracurricular activities, complete 
assigned tasks, and cause fewer disruptions. If these 
suppositions are correct, the academic performance of Upward 
Bound participants may be enhanced because they feel 
genuinely appreciated and feel that they are important 
assets to the Upward Bound Program. 
Second, it is assumed that students who feel that their 
parents are interested in their education may be more likely 
to be more concerned about their academic performance. They 
will most likely be motivated to achieve at their maximum 
level because they feel that both their Upward Bound 
Director and parents are concerned about them personally. 
Third, it is assumed that students who place a greater value 
on improving their study habits may be much more likely to 
experience higher academic performance than students who do 
not see a connection between concern about their study 
habits and an improved level of academic performance. 
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Fourth, it is further assumed that students who feel that 
they are not important to either their Upward Bound Director 
or parents may likely experience a lesser degree of academic 
performance. These students may be more likely to exhibit 
poor or inconsistent attendance, avoid extracurricular 
activities, and display disruptive behavior directed at the 
Upward Bound Program which may lead to lower academic 
performance. 
The above assumptions are predicated on Maslow's (1962) 
self-actualization theory. This theory purports that people 
who feel a sense of importance and fulfillment may be more 
likely to experience a greater sense of satisfaction. These 
assumptions support the notions that if participants are 
satisfied with administrative leadership, see their parents 
as involved and perceive that they are improving in study 
habits, then they may be more likely to exhibit a higher 
level of academic performance. Each major study variable is 
assumed to impact the Upward Bound participants' need to 
achieve at their ultimate level and to reach their desired 
goals. 
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Research Hypothesis Two - Of the three independent variables 
- satisfaction with administrative leadership, parental 
involvement or perceived improvements in study habits -, 
satisfaction with administrative leadership will be the 
strongest correlate of academic performance for Upward Bound 
participants. 
The assumptions which guide research hypothesis two are 
rooted in the self actualizing theory's assertion that 
individuals are constantly seeking motivation, and are 
striving to reach their full potential. It is theorized 
that self actualized individuals may engage in activities 
such as Upward Bound if they believe their participation may 
promote their chances of reaching their full potential more 
than other factors. In this light, satisfaction with 
administrative leadership is assumed to be more important 
than the other two variables, parental involvement and 
perceived improvements in study habits in explaining 
academic performance. 
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There are at least four reasons for this assumption. 
First, it is assumed that participants who believe that 
their Upward Bound Director exhibits good administrative 
leadership are likely to be more satisfied than any other 
group of participants. Satisfaction with administrative 
leadership may increase participants' chances of having a 
positive college experience more than either the influence 
of their parents' involvement or their perceived 
improvements in study habits because good administrative 
leadership motivates participants to strive for success, and 
provides them with assistance to accomplish their goals. It 
is thought that participants may be highly satisfied with 
administrative leadership because of the level of support, 
and encouragement which the leadership provides in their 
educational pursuits. 
Second, it is assumed that by virtue of their 
relationships with college officials, and their access to 
information and resources about post secondary 
opportunities, Upward Bound directors may be more uniquely 
qualified to impact academic performance at the high school 
or college level. 
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Participants may be likely to view administrative leadership 
as more significant because directors have the ability to 
expose them to specific services such as periodicals, on¬ 
line reference materials, specialized staff, mentors, 
admission officers, trips, and other post secondary 
resources. Also, these resources may be likely to increase 
Upward Bound participants' insight about what it may take to 
be successful in their academic performance when they enroll 
in post secondary programs. It is likely that participants 
may be highly satisfied with administrative leadership 
because they may think that exposure to resources and 
services are critical factors to their educational 
aspirations. 
A third reason why satisfaction with administrative 
leadership may be more important in explaining academic 
performance than either parental involvement or perceived 
improvement in study habits is that satisfaction may be a 
manifestation of Upward Bound participants' ultimate desire 
to fulfill their educational goals. 
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For example, participants who are satisfied with their 
progress on choosing a college to attend may be thought of 
as fulfilling their goals. 
Those participants who are successful in accomplishing their 
goals are assumed to have achieved ultimate self- 
actualization and may be more likely to experience a higher 
level of academic performance than those who have not 
accomplished their goals and who are less satisfied. Thus, 
participants seeking to become self-actualized or fulfilled 
may gain more immediate gratification and feedback on their 
academic performance from their satisfaction with 
administrative leadership. 
The final reason why satisfaction with administrative 
leadership may influence academic performance more than 
parental involvement and perceived improvements in study 
habits is related to Upward Bound Directors. Directors are 
in the position to offer incentives, awards, and other forms 
of direct recognition that are usually associated with 
academic performance. 
117 
As previously stated, the self-actualized Upward Bound 
participant is one who earns better grades, has better 
attendance and fewer disciplinary problems than other 
participants because of their satisfaction with 
administrative leadership. Participants who regard their 
relationships with the administrative leadership as 
satisfactory, may be more likely to achieve higher grade 
point averages than students who are less satisfied. 
Earlier research has shown a relationship between 
satisfaction with administrative leadership and post 
secondary achievement measures such as decisions about 
college selection, grades, admission and financial aid 
(Colton & White,1985; Engen, Laing, & Sawyer, 1988; Lytle, 
1996) . Hence, this model holds that self-actualized 
individuals may be more likely to associate higher academic 
performance levels with satisfaction with administrative 
leadership because they are assumed to receive immediate 
acknowledgment, rewards, gratification, or recognition of 
their academic performance from their Upward Bound 
leadership. 
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Research Hypothesis Three - Collectively, satisfaction with 
administrative leadership, parental involvement, and 
perceived improvements in study habits will be more 
important than the demographic variables of gender, 
parents education, family income, grade level, race and 
years of enrollment in explaining academic performance for 
Upward Bound participants. 
Research Hypothesis Four - Collectively, satisfaction with 
administrative leadership, parental involvement and 
perceived improvements in study habits will be more 
important than the programmatic variables of geographical 
setting, size, school auspices, racial composition of the 
school and whether or not the school is a two-year or four- 
year institution in explaining academic performance for 
Upward Bound participants. 
The third and fourth hypotheses assert that the major 
study variables, satisfaction with administrative 
leadership, parental involvement, and perceived improvements 
in study habits may be more important in explaining academic 
performance than the effects of both the demographic and 
programmatic control variables. 
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To apply the self-actualizing theory to a discussion of 
the importance of the three major variables over the 
demographic and programmatic control variables, several 
basic assumptions are made. First, it is assumed that 
certain aspects of the self-actualizing theory such as 
fulfillment, realization of aspirations, and achievement of 
goals may be important to Upward Bound participants seeking 
to increase their academic performance. It is believed 
that the major study variables are more closely related to 
the assumptions of the self-actualizing theory because 
these variables may motivate participants more than both 
demographic and programmatic control variables. 
The major study variables are assumed to collectively 
promote self-actualization more than the demographic or 
programmatic control variables because they may be more 
primarily related to higher level factors, conditions and 
events. It is suggested by Maslow(1975)that individuals who 
are seeking to satisfy their ultimate goals are faced with a 
hierarchy of needs. These needs are arranged from the least 
to the most important factors, conditions or events. 
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It is assumed that lower level factors are less likely to 
contribute to fulfillment of ultimate goals because they are 
not primary. 
Factors such as demographic and programmatic variables 
are assumed to be lower level factors that do not 
substantially contribute to the fruition of an individual's 
ultimate goals. These variables - gender, parents' 
education, family income, grade level, race, years of 
enrollment, geographical setting, size, school auspices, 
racial composition of the school and whether or not the 
school is a two-year or four-year institution - are believed 
to satisfy lower level needs. Their relationship to higher 
level needs is less apparent. However, satisfaction with 
administrative leadership, parental involvement, and 
perceived improvements in study habits are assumed to be 
more important in explaining academic performance because 
they relate to higher level factors, conditions and events 
that tap deeper into the individual's need to be self- 
actualized. 
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2. Research Questions and Hypotheses 
Based on the preceding literature review, conceptual 
framework, and general purpose of this study, below are the 
five research questions and four research hypotheses for 
this study. 
Research Question One: Will satisfaction with 
administrative leadership, parental involvement and 
perceived improvements in study habits significantly explain 
academic performance for Upward Bound participants? 
Research Hypothesis One: Satisfaction with administrative 
leadership, parental involvement and perceived improvements 
in study habits will significantly explain academic 
performance for Upward Bound participants. 
Research Question Two: Of the three independent variables 
- satisfaction with administrative leadership, parental 
involvement or perceived improvements in study habits - 
which one will be the best correlate of academic 
performance for Upward Bound participants? 
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Research Hypothesis Two: Of the three independent 
variables - satisfaction with administrative leadership, 
parental involvement or perceived improvements in study 
habits - satisfaction with administrative leadership will be 
the strongest correlate of academic performance for Upward 
Bound participants. 
Research Question Three: Will the demographic 
variables-gender, parents education, family income, grade 
level, race and years of enrollment - be more important in 
explaining academic performance for Upward Bound 
participants than satisfaction with administrative 
leadership, parental involvement, and perceived improvements 
in study habits collectively? 
Research Hypothesis Three: Collectively, satisfaction with 
administrative leadership, parental involvement, and 
perceived improvements in study habits will be more 
important than the demographic variables of gender, parents 
education, family income, grade level, race and years of 
enrollment in explaining academic performance for Upward 
Bound participants. 
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Research Question Four: Will the program variables - 
geographical setting, size, school auspices, racial 
composition of the school and whether or not the school is a 
two-year or four-year institution - be more important in 
explaining academic performance for Upward Bound 
participants than satisfaction with administrative 
leadership, parental involvement and perceived improvements 
in study habits collectively? 
Research Hypothesis Four: Collectively, satisfaction with 
administrative leadership, parental involvement and 
perceived improvements in study habits will be more 
important than the programmatic variables of geographical 
setting, size, school auspices, racial composition of the 
school and whether or not the school is a two-year or four- 
year institution in explaining academic performance for 
Upward Bound participants. 
Research Question Five: Of all the variables found to be 
significantly related to academic performance, which are the 
most significant correlates? 
Chapter IV. Methodology 
This chapter presents the methods and procedures that 
were used in conducting this study. The following topics 
are discussed in detail: sampling, data collection 
procedures, measurement of the variables, validity and 
reliability and methods of data analysis. 
1. Sampling and Data Collection Procedures 
To examine the aforementioned research questions and 
hypotheses, a survey of Upward Bound participants in the 
Southeastern United States was undertaken. To collect the 
data for this research, a survey questionnaire was mailed to 
Upward Bound Program Directors in the Southeastern United 
States. To identify and select the programs, probability 
sampling was employed. To facilitate this process, the most 
useful approach in the present research was the multistage 
cluster sampling method. 
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Multistage sampling was thought to be suitable because 
it involves sampling groups of elements or clusters followed 
by the selection of certain elements within each of the 
selected clusters (Babbie, 1995). This sampling strategy 
enabled the researcher to make certain observations about 
relationships among satisfaction with administrative 
leadership, parental involvement, perceived improvements in 
study habits and academic performance. Also, the sampling 
strategy allowed the researcher to elicit demographic and 
programmatic characteristics about the population of Upward 
Bound participants. The multistage sampling plan which was 
devised for this study involved the following three stages: 
Stage One - A list of all Regular Upward Bound Programs 
in the Southeast Region of the United States was compiled 
from the most current roster of funded programs provided by 
the U.S. Department of Education, Office of Federal TRIO 
Programs. The study population of individuals consisted of 
Regular Upward Bound Program participants in the eight-state 
Southeastern region (Alabama, Florida, Georgia, Kentucky, 
Mississippi, North Carolina, South Carolina, and Tennessee) 
who were enrolled in the summer phase of the program. 
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Stage Two - The sampling plan included a stratification 
of Upward Bound Programs which was used to randomly select a 
group of Upward Bound Programs reflecting different strata 
such as size, location, state, and host institutions. 
Eleven Upward Bound Programs were randomly selected from the 
127 Regular Upward Bound programs serving approximately 7600 
students in the southeastern region. 
To insure a truly representative sample of programs, a 
variety of items such as state, type of host institution 
(public and private colleges and universities, traditional 
white and historically black colleges and universities, four 
year colleges and community or two year colleges, community 
agencies and secondary institutions), the range in years of 
continuously funding (one year to thirty years) and the 
range in program size (fifty to one hundred-fifty students), 
were applied in the sampling plan. 
Stage Three -After identifying a set of potential 
programs for the study which met the selected criteria, the 
researcher contacted administrators at each school in the 
sample to solicit their approval for inclusion in the study. 
In addition, a group of volunteers was identified to serve 
as research associates. 
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Their role was to assist in the administration of the survey- 
questionnaire. Upward Bound Directors and Coordinators were 
not selected to serve as research associates because of 
potential conflicts of interest due to the nature of the 
survey. 
Instructions on the research protocol provided to the 
research associate included the following: the steps to 
follow for identifying and selecting the students, the 
procedures for administering the instrument, and procedures 
for collecting the data to be analyzed by the researcher. 
Also, research associates were instructed to randomly select 
at least 15 students from each program chosen in Stage Two 
for inclusion in the sample of individual members of Upward 
Bound in order to insure an adequate sample size. From 
this population, a sample size between 120-300 subjects was 
pursued. 
Data were collected from a survey questionnaire 
designed to solicit information on the study variables from 
Upward Bound Program participants. An introductory letter 
identifying the researcher and the purpose of the research 
was devised and mailed directly to the Upward Bound Programs 
selected for study. 
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The mailing contained a supply of survey instruments. Also, 
a cover letter was prepared for randomly selected 
participants that explained the purpose of the research and 
discussed confidentiality. A set of instructions and the 
protocol for administering, collecting and returning the 
survey instrument was included. In addition, the mailing 
included instructions to the participating projects 
directors about how to qualify for the monetary incentive 
which was offered to projects for their prompt responses. 
(See Appendix for Sampling Technique Attachments). 
A 64-item questionnaire, designed by the researcher, 
was used. It included Likert-typed scales to determine the 
relative intensity of the participants' satisfaction with 
their Upward Bound leadership, parent's involvement, and 
their perceived improvements in study habits. The 
questionnaires also included items to collect demographic 
and program data. The survey instrument, "Upward Bound 
Student Satisfaction Index" was administered to and 
completed by Upward Bound respondents. 
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Several items used in the questionnaire were adapted from 
the "Black University Student Perceptual Index," and the 
"Survey Questionnaire-St. Augustine's College Upward Bound." 
The "Black University Student Perceptual Index" was 
designed to measure student perceptions and levels of 
satisfaction with student personnel administrators (Nolen, 
1972) . The "Survey Questionnaire-St. Augustine's College 
Upward Bound," was designed to solicit descriptive data and 
gather the perceptions of enrolled Upward Bound participants 
(Faulcon, 1994). 
In order to determine the clarity of the instructions 
and questionnaire items on the "Upward Bound Student 
Satisfaction Index," a field pretest was administered to 20 
Upward Bound students enrolled in programs at two different 
campuses. The protocol that was followed included: oral 
instructions for taking the survey, administration of the 
instrument, and a question and answer session held 
immediately afterwards. 
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After the administration of the instrument, respondents 
were questioned about their impressions of the survey in 
terms of its length, the clarity of the items and whether or 
not the instructions were unambiguous. The researcher did 
not observe any problems with comprehension of the survey 
questionnaire by the participants in the pretest study. 
Ideally, a response rate of 50-60 percent was 
considered highly desirable to ensure the likelihood of a 
representative and unbiased sample. After the 
questionnaire survey was administered, follow-up telephone 
contacts were made to programs which did not return the 
questionnaires within three weeks to encourage their 
participation and inclusion in the study. One hundred and 
sixty-five(165) Upward Bound participants representing 13 
Upward Bound Programs were randomly selected from a 
population of approximately 7600 Upward Bound students from 
127 programs in the eight Southeastern states to participate 
in the survey. Returned surveys were received and examined 
by the researcher to determined their acceptability. 
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As shown in Figure 3, 129 or 78 percent of the 165 
students who were mailed questionnaires, returned the 
questionnaires. These participants represented 9(69 
percent) of the 13 Upward Bound programs originally selected 
through the sampling plan. Thus, the total sample size was 
129. The demographic and programmatic characteristics of 
the study sample are shown below in Table 1. As 
demonstrated, respondents were largely African American 
females enrolled in the tenth or eleventh grade. The 
majority of these respondents had been enrolled at least one 
year in a rural, publicly-supported Upward Bound program 
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Figure 3. Upward Bound Participants 
served 50-65 students. 
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In addition, these respondents typically had parents who 
were high school graduates (38 percent), had attended some 
college (36.4 percent) and had incomes of $29,000 or less 
(53.1 percent). 
The Upward Bound Programs in the Southeastern United 
States are largely made up of female participants. Of the 
129 participants responding to the survey, 90 or 69.8 
percent were females, compared to 39 or 30.2 percent males. 
As shown in Table 1, the majority of the Upward Bound 
participants were African American. One hundred-six or 82.2 
percent of the respondents indicated that they were African 
American as compared to 22 or 17.1 percent who were White, 
and 1 or .8 percent were Hispanic/Latino. 
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Table 1 
Distribution of Sample Characteristics(N=129) 
Variable Number Percent 
Gender 
Male 39 30.2 
Female 90 69.8 
Total 129 100.0 
Race/Racial Group 
African American 106 82.2 
White 22 17.1 
Hispanic/Latino 1 . 8 
Total 129 1000 
Grade Level 
Ninth 13 10.1 
Tenth 39 30.2 
Eleventh 42 32.6 
Twelfth 34 26.4 
Bridge 1 .8 
Total 129 100.0 
Years Enrolled in 
Upward Bound 
Less than one year 43 33.3 
One year 22 17.1 
Two years 37 28.7 
More than two years 27 20.9 
Total 129 100.0 
Parent's Highest Education 
Ninth Grade or less 2 1.6 
High School Graduate 49 38.0 
Some College 47 36.4 
College Graduate 31 24.0 
Total 129 100.0 
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Table 1. (Continued) 
Variable Number Percent 
Family's Yearly Income 
Less than $20000 27 20.9 
$20000-$29999 41 31.8 
$30000-$39999 38 29.5 
$40000-$49000 16 12.4 
$50000 or more 7 5.4 
Total 129 100.0 
Geographical Setting 
Rural 100 77.5 
Urban 29 22.5 
Total 129 100.0 
School Auspices 
Public 89 69.0 
Private 40 31.0 
Total 129 100.0 
Racial Composition of School 
Traditional White 
Institution 84 65.1 
Historically Black 
College/University 45 34.9 
Total 129 100.0 
School Years 
Two Year 35 27.1 
Four Year 94 72.9 
Total 129 100.0 
Program Size 
50-65 74 57.4 
66-84 30 23.3 
85-100 10 7.8 
101-150 15 11.6 
Total 129 100.0 
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In terms of grade levels, the data indicated that 42 or 
32.6 percent were eleventh-graders, 39 or 30.2 percent were 
tenth graders and 26 or 26.4 percent were enrolled in the 
twelfth grade. Thirteen ninth-grade respondents made up 
10.1 percent of the respondents, while one respondent (.8 
percent) indicated that they were a recent high school 
graduate. 
While Upward Bound participants may stay up to three 
years as allowed by governmental regulations, a slight 
majority of the respondents had been enrolled in their 
respective programs less than one year. Table 1 shows that 
43 or 33.3 percent of the respondents had been enrolled less 
than one year as compared to 37 or 28.7 percent who had been 
enrolled two years, 27 or 20.9 percent who had been enrolled 
more than two years and 22 or 17.1 percent who had been 
enrolled one year. 
The vast majority of the Upward Bound participants 
responding to the survey questionnaire attended programs 
located in rural settings. As indicated by the data, 100 or 
77.5 percent of the respondents characterized their programs 
as rural compared to 29 or 22.5 percent respondents who 
considered their programs urban. 
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The Upward Bound participants surveyed, attended 
programs hosted by a variety of institutions in terms of 
missions, funding sources and level of educational programs 
offered. As indicated in Table 1, of the 129 respondents, 
84 or 65.1 percent attended Upward Bound Programs hosted by 
Traditional White Institutions (TWI's). Forty-five or 34.9 
percent of the survey participants attended programs hosted 
by Historically Black Colleges and Universities (HBCU's). 
The majority of the survey participants attended 
programs hosted by public institutions. Eighty-nine or 69 
percent of the participants attended Upward Bound Programs 
hosted by public institutions compared to 40 or 31 percent 
attending programs hosted by private institutions. 
Also, the majority of the participants attended programs 
hosted by four-year institutions. As shown in Table 1, 94 
or 72.9 percent of those surveyed indicated that their 
Upward Bound Program was hosted by a four-year institution, 
while 34 or 27.1 percent indicated that the host schools 
were two-years institutions. 
The number of students which Upward Bound Programs 
serve is dictated by federal guidelines. Programs can serve 
between 50-150 participants. 
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As indicated in Table 1, 74 or 57.4 percent of the 
respondents were from Upward Bound Programs funded to serve 
between 50-65 students as compared with 30 or 23.3 percent 
in programs with 66-84 students, 10 or 7.8 percent in 
programs of 85-100 students and 15 or 11.6 percent in 
programs of 101-150 students. 
As a whole, Upward Bound participants in the 
Southeastern United States came from families with education 
levels ranging from high school graduates to some college. 
The number of respondents whose parents were high school 
graduates was 49 or 38 percent, while the number of parents 
who had some college was 47 or 36.6 percent, and those who 
were college graduated was 31 or 24 percent. The number of 
parents with a ninth grade or less education was 2 or 1.8 
percent. 
Finally, a majority of the respondents were from 
families with yearly incomes in the $20000 to $39999 range. 
Forty-one or 31 percent had yearly incomes of $20000-$29000 
and 38 or 29.5 percent in the $30000-$39999 range. Twenty- 
seven or 20.9 percent were from families with yearly incomes 
less than $20000, 16 or 12.4 percent in the $40000-$49000 
range and 7 or 5.4 percent in the $50000 or more range. 
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2. Measurement of Variables 
Dependent Variable 
The dependent variable of this study, academic 
performance, was operationalized as the Upward Bound 
participant's self-reported current grade point average. 
This grade point average (GPA) was the numerical measure for 
academic work completed by the end of the academic year. 
The values of the GPA's were as follow: 1.00- 
1.99(D) indicated that the student's grasp of their course 
work was minimal and indicated unsatisfactory mastery of the 
essentials for academic work; 2.00-2.99(0 indicated that 
the student had demonstrated the required mastery of the 
material at an acceptable level; 3.00-3.99(B) which 
signified that the student had demonstrated a significantly 
more effective command of the material than was generally 
expected; and 4.00 or higher (A) meant that the student 
demonstrated exceptional capabilities and performance. 
Independent Variables 
There are three independent variables: 1) satisfaction 
with administrative leadership; 2) parental involvement; and 
3) perceived improvements in study habits. 
139 
Satisfaction with administrative leadership was 
operationalized as the degree to which respondents expressed 
their satisfaction about the Director's leadership on a 7 
point Likert-type scale ranging from: extremely satisfied=7, 
satisfied=6, slightly satisfied=5, neutral=4, slightly 
dissatisfied=3, dissatisfied=2 and extremely 
dissatisfied=l. Seven items (See Figure 4) solicited the 
students' perceptions of administrative leadership. 
Item Statement 
31 "The ability of my Upward Bound Director to motivate me 
to work harder in my classes." 
32 "The level of honesty my Director displays." 
38 "The level of open-mindedness my Director shows." 
41 "The degree to which my Upward Bound Director includes 
students' ideas in the development of programs." 
43 "The quality of the decisions my Upward Bound Director 
makes based on what he or she thinks is best for 
students rather than on what society dictates." 
45 "The amount of extra time my Upward Bound Director is 
willing to spend helping me to understand my work. " 
48 "The degree to which my Upward Bound Director enjoys 
working with students." 
Figure 4. Questions on Satisfaction with Administrative 
  Leadership  
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The second independent variable, parental involvement 
was operationalized as the students' perceptions about the 
degree of their parents' involvement in Upward Bound related 
activities. Likert-type scale options ranging from 1 to 7 
were provided to solicit the students' satisfaction as 
measured by their responses to several questionnaire items, 
with 1 indicating extreme dissatisfaction and 7 indicating 
extreme satisfaction. Seven items (See Figure 5) were 
provided which solicited students' perceptions of their 
parent's involvement in the Upward Bound Project. 
Item Statement 
58 "The number of meetings, programs, activities, and 
special events which my parents attend." 
59 "The level of involvement my parents exhibit by 
volunteering for fund-raising, and special projects." 
60 "The amount of encouragement my parent provides me with 
to participate in program-related activities." 
61 "My parents' response to requests for information, and 
assistance from the program staff." 
62 "My parents' degree of cooperation with program staff." 
63 "My parent's interest in my college planning." 
64 "The number of parental involvement opportunities which 
my Upward Bound Program provides." 
Figure 5. Questions on Parental Involvement^    
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The third independent variable, perceived improvements 
in study habits, was operationalized as the degree to which 
the students perceived that their study habits had improved 
based on the following indicators: 1)improvement in grades, 
(2)improvement in grade point average, (3) improvement in 
amount of time spent on homework, (4) improvement in chances 
for being promoted to the next grade level, (5) improvement 
in test-taking skills, (6) improvement in ability to use 
technology and computer-assisted educational programs, (7) 
improvement in time management skills, and (8) improvement 
in study skills. 
Three responses, "declined," "stayed about the same" or 
"improved" were coded as 1, 2, and 3 respectively, with 1 
indicating a negative effect, 2 indicating a limited effect 
of participation, and 3, indicating a positive effect of 
participation in Upward Bound on the participant's perceived 
improvements in study habits. Eight statements (See Figure 
6) were used to solicit the students' assessment of their 
perceived improvements in study habits. 
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Item Statement 
Since becoming involved with Upward Bound . . . 
13. "My grades have.. . " 
14. "My grade point average has... " 
15. "The amount of time I spend on homework has..." 
16. "My chances for being promoted to the next grade 
have..". 
18. nMy test-taking skills have..." 
20. "My ability to use technology and computer-assisted 
educational programs has..." 
21. "My time management skills have..." 
22. "My study skills have..." 
Figure 6. Questions on Perceived Improvements in Study 
Habits 
Control Variables 
A set of control variables was introduced to examine 
their impact on academic performance relative to the 
independent variables. The control variables were divided 
in two categories: demographic and programmatic variables. 
Demographic variables were used to describe some individual 
or group characteristic about the Upward Bound participants. 
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Programmatic variables dealt with administrative or 
organizational aspects of the Upward Bound Program. The 
control variables were represented by eleven-items 
(Questions 1- 11) of the instrument and solicited the 
following demographic and programmatic information. 
Demographic Variables 
Gender - This variable measured the gender of Upward Bound 
participants. A score of 1 was assigned to female students, 
and a score of 2 was assigned to the male students. 
Grade Level - This variable was measured by the following 
categorical selections: 1 = ninth grade, 2 = tenth grade, 
3 = eleventh grade and 4 = twelfth grade. 
Length of Participation in Upward Bound - This item was 
measured by years of participation ranging from less than 1 
year, 1 year, 2 years, and more than 2 years. 
Race - This variable was coded as follows: 1 = African- 
American/Black, 2= Asian-American, 3 = White, 4 = Hispanic/ 
Latino, 5 = Native American, and 6 = Other. 
Parent's Education Level - The parent's educational level 
was coded as 1= 9th Grade or less, 2= High School Graduate, 
3= Some College, and 4=College Graduate. 
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Family Yearly Income - The income level of the 
participant's parents was used to measure this variable. The 
variable was coded as follows: 1= Less than $20,000, 2= 
$20,000 - $29,999, 3= $30,000 - $39,999, 4= $40,000 - 
$49,999, and 5= $50,000 or more. 
Programmatic Variables 
Geographical Setting of the Upward Bound Program - This item 
was measured using dichotomous choices that were rural or 
urban settings. Those respondents indicating a rural 
setting were assigned a score of 1. Respondents indicating 
an urban setting were assigned a score of 2. 
School Auspices - This item was used to indicate the type of 
institution hosting the Upward Bound Program. A score of 1 
was used to indicate a public college or university. A score 
of 2 was used for a private college or university. 
Racial Composition of School - Respondents were asked to 
indicate the racial composition of the institution which 
hosts their Upward Bound Program. This item was coded with 
a score of 1 indicating a Traditional White Institution; and 
score of 2 indicating a Historically Black College or 
University. 
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Two-year or Four-year School - Respondents were asked to 
indicate whether the institution which hosts their Upward 
Bound Program was a two-year or four-year institution in 
terms of the level of degrees and programs offered. This 
item was coded with a score of 1 indicating a two-year 
school; and a score of 2 indicating a four-year school. 
Size of Program - Respondents were asked to indicate the 
number of participants enrolled in their particular 
programs. The response categories were as follow: A score 
of 1 was assigned to programs with 50-65 participants; a 
score of 2 was assigned to programs with 66-84 participants; 
a score of 3 was assigned to programs with 85-100 
participants; a score of 4 was assigned to programs with 
101-125 participants; and a score of 5 was assigned to 
programs with 126-150 participants. 
3. Reliability and Validity 
The internal consistency, content, and construct 
validity were examined for each scale used in the study. 
The scales in the study were satisfaction with 
administration leadership, parental involvement, and 
perceived improvements in study habits. 
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To determine the reliability and validity of the measures, 
Cronbach's alpha and both content and construct validity 
were used. 
Cronbach alpha coefficients estimate internal 
reliability for multiple-item scales and when the associated 
measures comprise underlying dimensions (Bryman and Cramer, 
1999) . In addition, Cronbach's alpha is a measure of score 
internal consistency (Reinhardt, 1996) and is used most 
often when survey administration is untimed, and when survey 
items are measured on an interval scale (Mehrens and 
Lehmann, 1984). As a general rule, the closer the 
Cronbach's alpha coefficient is to 0.80 or above, the more 
internally reliable the measure is thought to be (Bryman and 
Cramer, 1999). 
The alpha reliability coefficient for perceived 
improvements in study habits was .6328, suggesting a high 
internal consistency among the responses. Satisfaction 
with administrative leadership yielded an alpha reliability 
coefficient of .9065 which indicates a very high internal 
consistency among the responses. 
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For parental involvement, the alpha reliability coefficient 
was .8233, which also indicates a very high internal 
consistency among the responses. 
A committee of social work academicians was used to 
determine the scales' content validity. One of the 
committee members recommended slight modifications in the 
wording of some of the scale items. The wording in each of 
the items noted by the committee member was modified to 
enhance its content validity. The scales' construct 
validity was determined by examining the direction of the 
various zero-order coefficients between the independent and 
dependent variables of the study. If the direction of the 
coefficients corresponded to the hypothesized relationships, 
evidence of construct validity was assumed. 
In each relationship, empirical evidence was found to 
confirm construct validity. It was hypothesized that the 
relationship between the variables would be negative. The 
direction of the zero-order correlation coefficient between 
the scales for the three major study variables, and academic 
performance was indeed observed to be negative. 
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4. Data Analysis 
To analyze the relationships among the independent, 
control and dependent variables and to measure mean 
differences, a combination of descriptive and inferential 
statistics were utilized. Descriptive statistical methods 
used were the mean, mode, median, standard deviation, 
variance and percentages. Bivariate procedures were also 
used to analyze the data. These procedures were Pearson r, 
T-tests of means differences, Analysis of Variance (ANOVA). 
Also, Ordinary Least Squares Multiple Regression Analysis 
was used. 
Pearson r was used to examine the relationships between 
the major study variables and the dependent variable. 
According to Balian (1982) , Pearson r is used when the 
researcher wants to study how a change in one continuous 
variable may be related to a change in a second continuous 
variable. The T-test of mean differences is a commonly 
used statistical test for testing the statistical 
significance of the difference between the means of two 
groups on a continuous dependent variable(Williams, 1986). 
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The purpose of the ANOVA is to compare mean difference 
between two or more groups or categories on a continuous 
dependent variable(Balian, 1982). ANOVA is indicated when 
the independent variable is measured on the nominal scale 
and the dependent variable is measured on the interval 
scale. 
Lastly, Ordinary Least Squares multiple regression 
analysis was used to examine the five research questions and 
four research hypotheses. Multiple regression analysis was 
recommended for the present study because it is useful in 
examining relationships between two or more independent 
variables measured at the interval level and one interval 
level dependent variable(Balian, 1982). 
Since the control variables were categorical, dummy 
coding was used to convert those variables into continuous 
level measures. The use of dummy coding is an acceptable 
practice in multiple regression analysis (Hedderson & 
Fisher, 1993). The Statistical Package for Social 
Sciences-Window, version 8.0 (SPSS-Windows) was utilized to 
codify, analyze and summarize the data. 
Chapter V. Results 
This chapter presents the findings of the study which 
will be examined in two sections. The first section 
presents the results of the descriptive analysis of data, 
and the second section presents the statistical results of 
the bivariate and multivariate analyses. 
1. Descriptive Analyses 
This section discusses the major study variables in 
descriptive terms. Frequencies, percentages, and measures of 
central tendencies and dispersions were used to describe the 
major study variables, which were satisfaction with 
administrative leadership, parental involvement, perceived 
improvements in study habits, and academic performance(gpa). 
The data in Table 2 show the frequencies, means, 
medians, modes, variances, skewness ratio, and standard 
deviations for the major study variables. The data in 




According to Elifson, et al. (1990), negatively skewed 
distributions are those in which relatively fewer 
frequencies are found at the low end of the horizontal axis, 
i. e., when the mean value is less than the median value. 
For the sample distribution, most of the respondents were 
above the mean for satisfaction with administrative 
leadership and parental involvement with median values of 
6.00 each. Also, the frequencies for most of the 
respondents fell below the mean value on perceived 
improvements in study habits and academic performance with 
median values of 3.00 and 3.25 respectively. 
Table 2 also shows the mean values and standard 
deviations for the major study variables. For the 
dependent variable, academic performance, the mean was 3.22 
and the standard deviation was .67, indicating that 
collectively there was little variability in academic 
performance among Upward Bound participants. In terms of 
the independent variables, satisfaction for administrative 
leadership had a mean of 5.26 and a standard deviation of 
1.58. 
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This was followed by parental involvement which had a mean 
of 5.60 and a standard deviation of 1.46 and perceived 
improvements in study habits which had a mean of 2.56 and a 
standard deviation of .64. 
Table 2 also presents the frequency distributions for 
academic performance, satisfaction with administrative 
leadership, parental involvement, and perceived improvements 
in study habits. Each variable was categorized into high, 
medium and low quantities. 
Table 2 
Descriptive Statistics for Satisfaction with Administrative 
Leadership. Parental Involvement, Perceived Improvements in 
Study Habits and Academic Performance for Upward Bound 
Participants in the Southeastern United States 
Level 
Low Medium Hicrh Total 
Variable N % N % N % N % 
LEADERSHIP 10 7.80 19 14 . 7 0 100 77.50 129 100 
PARINVOL 18 14.00 36 2 7 . 90 75 58.10 129 100 
STUDY 10 7.80 54 4 1 . 9 0 65 50.40 129 100 
ACADEMICS 29 26.60 60 5 5 . 0 0 20 18.30 10 9
a 100 
Std. 
Mean Median Mode Variance Skewness Dev. 
LEADERSHIP 5.24 6.00 6.00 2.48 844 1.58 
PARINVOL 5.60 6.00 6.00 2.13 -1 . 15 1.46 
STUDY 2.56 3.00 3.00 .40 -1 . 14 . 64 
ACADEMICS 3.22 3.25 4.00 .45 998 . 67 
‘This number does not equal 129 because of missing values. 
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The frequency distribution for the sample indicated 
that 20 (18.30 percent) Upward Bound respondents reported a 
high level of academic performance, and 60 (55 
percent)respondents had a medium level of academic 
performance. The number and percentage of respondents with 
a low level of academic performance was 29 (26.60 percent). 
More than three-fourth of the respondents (77.50 percent) 
had a high level of satisfaction with the administrative 
leadership. 
Nineteen respondents (14.70 percent) had a medium level 
of satisfaction with the administrative leadership, while 10 
respondents (7.80 percent) had a low level of satisfaction 
with administrative In addition, the frequency distribution 
of the sample revealed that more than half of the 
respondents ( 58.10 percent) indicated a high level of 
parental involvement. Thirty-six of the respondents (27.90 
percent) had a medium level of parental involvement. Also, 
18 of the respondents (14.00 percent) reported a low levçl 
of parental involvement. 
The data revealed that more than half of the 
respondents (50.40 percent) had a high level of perceived 
improvements in their study habits. 
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The number and percentage of respondents with a medium level 
of perceived improvements in their study habits was 54 
(41.90 percent). Also, 10 respondents (7.80 percent) had a 
low level of perceived improvements in study habits. 
2. Statistical Analyses 
a. Bivariate Analyses of Variables 
To examine the separate effects of the three 
independent variables and eleven control variables on the 
dependent variable, bivariate analyses were employed by the 
researcher. The statistical analyses utilized included 
Pearson's r, T-tests and one - way ANOVA. These 
statistical tests were selected based on their 
appropriateness for the level of measurements used for each 
study variable. 
Pearson's r was indicated because the variables were 
measured at the interval level. Table 3, shown below, 
presents the results of this analysis. Pearson's r was 
used to examine the bivariate relationships among the three 
independent variables - satisfaction with administrative 
leadership, parental involvement, perceived improvements in 
study habits - and the dependent variable, 
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academie performance. The significance level was set at 
.10 for this analysis. 
The data analysis indicates that although each of the 
variables was positively related to academic performance, 
the strength of the relationships was minimal. Of the 
three major study variables, only perceived improvements in 
study habits was significantly related to academic 
performance (p= .005). The weakest relationship was 
between satisfaction with administrative leadership and 
academic performance. The strongest was the relationship 
between perceived improvements in study habits and academic 
performance, which was the only relationship to be 
statistically significant. 
Table 3 
Results of Pearson's r Analysis of Academic Performance 
on the Major Study Variables 
Variables Pearson's r Significant (2-tailed) 
PARINVOL . 116 .229 
STUDY .266* . 005 
LEADER . 100 .299 
N =109 
★ p< 0.10. 
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To examine the mean differences between the remaining 
control variables and academic performance, the T-test for 
mean differences was employed. The mean differences on 
academic performance scores(gpa) on the remaining 
demographic and the programmatic variables are shown in 
Table 4. The data show that four of the nine variables 
were significantly related to academic performance. Gender 
was the only remaining demographic variable which made a 
significant difference on academic performance, while school 
auspices, program size and geographical setting, were the 
only three programmatic variables to make significant 
differences on academic performance. As it concerns gender, 
females had significantly higher grade point averages than 
their male counterparts. While the mean grade point average 
was 2.96 for females, the mean for males was 2.67, a grade 
point difference of .30. 
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Table 4 
Results of T-Test Analyses of Academic Performance on the 
Demographic and Programmatic Variables(N=109) 
Variable N Mean SD Sig. 
GENDER t= -1.826 
Male 34 2.6765 .6840 df = 72 
Female 75 2.9600 .7788 p=.071 
RACE t= .022 
African American 86 2.8721 .8373 df = 89 
White 23 2.8696 .3444 p= .983 
SETTING t= 3.702 
Rural 80 3.0500 .6142 df = 38 
Urban 29 2.3793 . 9029 p= .001 
AUSPICES t= 3.700 
Public Colleges/Universities 69 3.0725 .6712 df = 72 
Private Colleges/Universities 40 2.5250 .7841 p= .000 
RACIALCOM t= -.178 
Traditional White Institutions 64 2.8594 .4998 df = 59 
Historically Black Colleges 
or Universities 45 2.8889 1.0274 p= .859 
FAMINCOM t= -.837 
$30,000 or less 62 3.1734 .6352 df = 107 
More than $30,000 47 3.2832 .7316 p= .404 
PARENTED t= .313 
High School 44 3.1959 .6486 df= 107 
College 65 3.2375 .7007 p= .755 
YEARS t= -.758 
Two-Year School 15 2.7333 .4577 df=107 
Four-Year School 94 2.8936 .7961 p=.450 
SIZE t= -2.345 
Small(50-84 Participants) 84 3.1394 .6999 df=107 
Large(85-150 Participants) 25 3.4940 .5197 p= .021 
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As it concerns school auspices, the mean grade point 
average for respondents at public schools was 3.07, compared 
to a grade point average of 2.52 for those attending 
programs hosted by private schools. The difference between 
the means for this group was more than a half grade point 
(.55). In effect, those students who attended Upward Bound 
at public schools were more likely to perform better than 
those attending programs at private school. 
Concerning program size, the mean grade point average 
for Upward Bound respondents at large programs was 3.49, 
compared to a grade point average of 3.19 for those 
attending smaller programs. The difference between the 
means for this group was .30. In effect, those students who 
attended larger Upward Bound Programs were significantly 
more likely to perform better academically than those 
attending smaller programs. Regarding geographical 
setting's influence on academic performance, respondents who 
attended Upward Bound in rural settings were significantly 
more likely to have higher grade point averages than those 
who attended projects in urban settings. The mean grade 
point average for respondents in rural settings was 3.05, 
compared to 2.37 for those in urban settings. 
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As a whole, the mean difference for this group was nearly a 
whole grade point (.68). 
The remaining five variables did not produce 
statistically significant differences on academic 
performance. These variables were race, racial composition 
of the college or university, family annual income, parents' 
education level, and whether or not the school was a two- 
year or four-year institution. However, the impact of 
these variable on academic performance are noteworthy. For 
instance, although race did not generate statistically 
significant differences in the respondents' academic 
performance, African American respondents slightly 
outperformed White respondents on academic performance. The 
mean grade point average for African Americans was 2.87, 
compared to 2.86 for White students. 
Turning to family income, those respondents from 
families with incomes more than $30,000 had a slightly 
higher mean grade point average (3.28), as compared to 
respondents from families of $30,000 or less (3.19) 
Similarly, while parental education is generally associated 
with increased academic performance, its impact on the grade 
point averages for the Upward Bound sample was minimal. 
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For respondents who reported that their parents had attended 
college, the mean grade point average was 3.23 compared to 
3.19 for those indicating that high school was their 
parent's highest education. 
Also shown in Table 4, neither the racial composition 
of the host school, nor whether the school was a two-year or 
four-year institution had a statistically significant impact 
on the academic performance of the Upward Bound respondents. 
Even though the racial composition of the host institution 
did not make a significant difference in academic 
performance, respondents at historically Black colleges or 
universities (HBCU) had slightly higher grade point averages 
than respondents at traditional White institutions (TWI). 
The mean grade point average for those at an HBCU was 2.88 
as compared to a mean grade point average of 2.85 for 
respondents at a TWI. 
Lastly, respondents at four-year schools had slightly 
higher grade point averages than those from two-year 
schools. Respondents at four-year schools had a mean grade 
point average of 2.89 compared to 2.73 for respondents at 
two-year schools, a mean difference of .16. 
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A one-way ANOVA was used to analyze the differences 
between the means of the first set of demographic variables 
and academic performance. The first set of demographic 
variables was grade level and the number of years enrolled 
in Upward Bound. ANOVA was indicated because these two 
control variables were measured on the nominal scale and the 
dependent variable, academic performance was measured on the 
interval scale. Table 5, shown below, displays the 
differences between the group means on academic performance 
(grade point average) for each variable. The probability 
was set at .10 for this analysis. The data in Table 5 
indicate that at the bivariate level, neither the grade 
level (F= .851, df= 3,105, p =.469) nor the number of years 
enrolled ( F =.488, df=3, 105, p = .692) significantly 
explained academic performance. 
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Table 5 
Results of ANOVA of Academic Performance on 
Grade Level and Years Enrolled in Upward Bound(N=109) 
Variable N Mean SD Significance 
Grade Level F= . 851 
Ninth Graders 10 3.2000 . 6325 df = 3, 105 
Tenth Graders 33 2.7879 . 7809 P= .469 
Eleventh Graders 34 2.9118 . 7535 
Twelfth Graders 32 2.8125 . 7803 
Years Enrolled in 
Upward Bound F= .488 
Less than one year 35 2.8857 . 7960 df = 3, 105 
One year 17 3.0588 .7475 P= . 692 
Two years 34 2.7941 . 6410 
More than two years 23 2.8261 .8869 
p <. .10 
For grade level, the mean grade point average was 
highest for ninth-graders (3.20), followed by eleventh- 
graders (2.91), and twelfth-graders (2.81). Tenth-graders 
had the lowest grade point averages (2.78). Respondents who 
were in the ninth and tenth-grades had the largest 
differences between grade point averages of all the 4 grade 
levels (.413) . The difference between grade point averages 
was smallest between respondents in the tenth and twelfth- 
grades (. 03 ) . 
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As it relates to the number of years enrolled in Upward 
Bound, the findings suggested that those with one year or 
less were more likely to have higher grade point averages 
compared to those with two or more years in Upward Bound. 
Respondents who were enrolled in Upward Bound at least one 
year had the highest grade point average (3.05), followed by 
those with less than one year (2.88), those with more than 
two years (2.82) and those with two years (2.79). 
b. Multivariate Analyses 
To answer the research questions and hypotheses, 
multivariate analyses were used. Ordinary least squares 
multiple regression was employed to examine the relative and 
collective effects of the independent and control variables 
on academic progress. Research hypothesis 1, which stated, 
"Satisfaction with administrative leadership, parental 
involvement and perceived improvements in study habits will 
significantly explain academic performance for Upward Bound 
participants", was supported by the data. The results 
presented in Table 6 show that the regression was found to 
be statistically significant when the three study variables 
were entered simultaneously. 
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However, the combined effects of these variables were weak. 
When adjusted for the sample, this regression significantly- 
explained roughly 8 percent of the variance in academic 
performance. By contrast, research hypothesis 2 which 
stated, "Of7 the three independent variables - satisfaction 
with administrative leadership, parental involvement or 
perceived improvements in perceived improvements in study 
habits -, satisfaction with administrative leadership will 
be the strongest correlate of academic performance for 
Upward Bound participants, " was not supported by the data. 
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Table 6 
Results of Multiple Regression Analysis of Academic 
Performance on Satisfaction with Administrative Leadership 
Parental Involvement and Perceived 






of Beta ta 
Satisfaction with 
Administrative - . 132 . 012 -1.265 
Leadership 
Parental Involvement . 167 . Oil 1.632 
Perceived Improvements in 
Study Habits .265* . 030 2.557 
F 4.030** 
R2 .103 
Adjusted R2 .078 
S. E. .6506 
n 129  
**p < .01, *p < .05 
a Statistic used to test the null hypothesis that there is 
no linear relationship between a dependent variable and an 
independent variable. When the significance level is small 
(less than 0.10) the coefficient is considered significant 
Contrary to the researcher's expectations, Table 6 
demonstrated that satisfaction with administrative 
leadership did not emerge as the strongest correlate of 
academic performance. Instead, perceived improvements in 
study habits, the only statistically significant variable in 
the model, was found to be the strongest correlate. 
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Respondents who perceived improvements in study habits were 
more likely to experience a higher degree of academic 
performance than respondents who had a higher level of 
satisfaction with administrative leadership and those who 
had higher level of parental involvement. 
In terms of the strength of their relationships with 
academic performance, perceived improvements in study habits 
was followed by parental involvement and their satisfaction 
with administrative leadership. Respondents with high 
parental involvement tended to have higher grade point 
averages, and respondents with lower satisfaction with 
administrative leadership tended to have higher grade point 
averages as well. 
A comparison of the results of the regression analyses 
in Tables 6 and 7 show that research hypothesis 3, which 
stated, "Collectively, satisfaction with administrative 
leadership, parental involvement, and perceived improvements 
in study habits will be more important than the demographic 
variables of gender, parents' education, family income, 
grade level, race and years of enrollment in explaining 
academic performance for Upward Bound participants" was 
supported by the data. 
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The three major study variables collectively explained 
more of the variance than did the six demographic variables 
in this model. The major study variables, satisfaction with 
administrative leadership, parental involvement, and 
perceived improvements in study habits, significantly 
explained 8 percent of the variance in academic performance. 
However, as indicated in Table 7, the demographic variables 
gender, parents' education, family income, grade level, 
race, and years of enrollment collectively explained 3 
percent of the variance in academic performance. 
Concerning the relative and separate effects of the 
demographic variables, five of the six demographic variables 
were negatively related to academic performance and ranked 
in the following order from most to least influential: 
gender, race, grade level, number of years enrolled in 




Results of Multiple Regression Analysis of Academic 
Performance on Gender. Race, Grade Level. Years Enrolled, 






of Beta tg 
Gender3 -.232* ,142 -2.376 
Raceb -.173** . 164 -1.744 
Grade Levelc - . 163 . 185 -1.215 
Years Enrolled in 
Upward Boundd . 102 . 179 . 773 
Parents' Highest Education6 - . 048 . 134 - .491 
Family Annual Income1 - . 086 . 132 - . 889 
F 1.635 
R2 .088 
Adjusted R2 .034 
S. E. .6658 
n 129 
**p<. • 0 5 : * p . 10 
aDummy Codes : 1= Male; 0= Female 
bDummy Codes : 1= African American; 0= White 
cDummy Codes : 1= Ninth and Tenth Grade; 
0= Eleventh and Twelfth Grade 
dDummy Codes : 1= One Year or Less; 0= More Than One Year 
eDummy Codes : 1= Attended High School, Not College; 
0= Attended College 
fDummy Codes : 1= $30,000 or Less; 0= Above $30,000 
statistic used to test the null hypothesis that there is no 
linear relationship between a dependent variable and an 
independent variable. When the significance level is small 
(less than 0.10) the coefficient is considered significant. 
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Although the model was not statistically significant, 
several interesting trends regarding the demographic 
variables were observable. For instance, as shown by the 
data in Table 7, even though gender and race had negative 
directions, they were both significantly related to academic 
performance and were the two most important demographic 
variables in the model. As indicated, Upward Bound 
respondents who were female, and who were White, 
demonstrated a higher degree of academic performance than 
those who were male and African American. In addition to 
gender and race, grade level had a degree of predictive 
strength. 
While it was not statistically significant, grade level 
was negatively related to academic performance. Respondents 
who were in the ninth or tenth-grades were more likely to 
exhibit a higher degree of academic performance than those 
who were in the eleventh or twelfth-grades. Also, the 
variables - years enrolled in Upward Bound, family annual 
income, and parent's highest education - were related to 
academic performance. 
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Respondents who were enrolled in Upward Bound one-year or 
less, who had family incomes above $30,000 and who had 
parents whose highest education was college, were more 
likely to demonstrate a higher degree of academic 
performance than those who had been enrolled in Upward Bound 
one-year or more, who had family incomes which were $30,000 
or less and those whose parents had attended high school, 
but not college. 
Research hypothesis 4, which stated, "Collectively, 
satisfaction with administrative leadership, parental 
involvement and perceived improvements in study habits will 
be more important than the programmatic variables of 
geographical setting, program size, school auspices, racial 
composition of the school and whether or not the school is a 
two-year or four-year institution in explaining academic 
performance for Upward Bound participants," was not 
supported by the data. 
A comparison of the results in Table 6 with those in 
Table 8 indicates that contrary to the researcher's 
expectation, the programmatic variables were collectively 
more important in explaining academic performance than the 
collective effects of satisfaction with administrative 
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leadership, parental involvement and perceived improvements 
in study habits. When adjusted for the sample, 28 percent 
of the variance in academic performance was collectively 
explained by the programmatic variables. By contrast, the 
three major study variables collectively explained 8 percent 
of the variance in academic performance as was previously 
noted in research hypothesis 1. 
As a whole, respondents who were enrolled in Upward 
Bound located in rural settings, whose programs were under 
public auspices, and whose programs were hosted by four-year 
colleges were more likely to demonstrate a significantly 
higher level of academic performance than those enrolled in 
Upward Bound programs located in urban settings, who 
attended programs which were under private auspices, and 
whose programs were hosted by two-year schools. 
As shown in Table 8, three of the five programmatic 
variables were statistically significant correlates of 
academic performance. Geographical setting, school 
auspices, and whether or not the schools were a two-year or 
a four-year institution were significantly related to 
academic performance. 
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Geographical setting was the most important variable, 
followed by school auspices, whether or not the school was 
two-year or four-year, program size and racial composition 
of the school. 
In terms of the direction of the relationships, 
geographical setting and school auspices were both 
positively related to academic performance. Specifically, 
respondents from geographically rural settings were more 
likely to perform better academically than respondent from 
geographically urban settings. Likewise, respondents who 
were from Upward Bound programs hosted by public colleges 
and universities were more likely to have higher grade point 
averages than respondents from private colleges and 
universities. 
The variable, whether or not the school was a two-year 
or a four-year institution yielded a negative relationship 
with academic performance, i. e., respondents who attended 
Upward Bound programs located at four-year institutions were 
more likely to perform better academically than respondents 
from two-year colleges. 
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Table 8 
Results of Multiple Regression Analysis of Academic 
Performance on Geographical Setting, School Auspices. Racial 
Composition of the School. Two-year or Four-year 






of Beta t£ 
Geographical Setting3 .491* . 142 5.293 
School Auspicesb .369* . 142 3.643 
Racial Composition of the 
Schoolc . 117 . 121 1.319 
Two-year or Four-year 
School3 - . 353** .202 -3.414 
Program Size6 . 146 . 171 1.365 
F 9.545* 
R2 .317 
Adjusted R2 .283 
S. E. .5734 
n 129 
**p < . 000 ; * p >< .001 
aDummy Codes : 1= Rural; 0= Urban 
bDummy Codes : 1= Public; 0= Private 
cDummy Codes : 1= Traditional White Institution; 
0= Historically Black College or University 
dDummy Codes : 1= Two Year College; 0= Four Year College 
eDummy Codes : 1= Small; 0= Large 
Statistic used to test the null hypothesis that there is no 
linear relationship between a dependent variable and an 
independent variable. When the significance level is small 
(less than 0.10) the coefficient is considered significant. 
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While they were not found to be statistically 
significant, the host schools' racial composition, and the 
program size yielded positive relationships with academic 
performance as was found at the bivariate level. 
Respondents who attended Upward Bound programs at 
traditional White institutions and who attended small Upward 
Bound programs were more likely to exhibit higher academic 
performance than respondents who attended programs at 
historically Black institutions, and whose Upward Bound 
programs were large. 
Research question 5, asked, "Of all the variables found 
to be significantly related to academic performance, which 
are the most significant correlates?" To address this 
question, all of the variables that reached statistical 
significance in earlier regressions were placed in one final 
regression model. This regression model consisted of one of 
the primary independent variables and five control 
variables. These variables included geographical setting, 
school auspices, whether or not the school was a two-year or 
four-year institution, perceived improvements in study 
habits, race and gender. 
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The data in Table 9 indicate that this regression model 
was statistically significant at the .10 alpha level. When 
adjusted for the sample, 37 percent of the variance in 
academic performance was significantly explained by the 
variables. 
Regarding the separate effects, each of these 
variables, with the exception of gender, was statistically 
significant at the multivariate level. The data in Table 9 
also show that the most important correlate of academic 
performance was geographical setting, followed in order 
strength school auspices, whether or not the school was a 
two-year or four-year institution, perceived improvements in 
study habits, race, and gender. 
Respondents who attended programs at rural public four- 
year schools, perceived improvements in their study habits 
and who were White were more likely to exhibit a 
significantly higher academic performance than respondents 
who attended programs at urban two-year private schools, 




Results of Multiple Regression Analysis of Academic 






of Beta t£ 
Geographical Setting3 . 378* . 131 4.397 
School Auspices13 
Two-year or Four-year 
. 342* . 133 3.604 
Schoolc 
Perceived Improvements 
- . 313** . 179 -3.420 
in Study Habits .257** . 083 3.267 




Adjusted R2 .370 
S. E. .5375 
n 129 
- . 119 . 117 -1.476 
***p< .000; **p< .001; *p< .05 
aDummy Codes : 
bDummy Codes : 
cDummy Codes : 
dDummy Codes : 
eDummy Codes : 
1= Rural; 0= Urban 
1= Public; 0= Private 
1= Two-Year School; 0= Four-Year School 
1= African American; 0= White 
1= Male; 0= Female 
Statistic used to test the null hypothesis that there is no 
linear relationship between a dependent variable and an 
independent variable. When the significance level is small 
(less than 0.10) the coefficient is considered significant. 
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Furthermore, while gender did not rise to the level of 
statistical significance in this model, female respondents 
were more likely to exhibit a higher level of academic 
performance than their male counterparts. 
Finally, when divided into categories, the data show 
that more programmatic variables were significantly related 
to academic performance than the combined impact of 
demographic or major study variables. This was indicated by 
the finding that the three most significant correlates in 
the model were geographical setting, school auspices, and 
whether or not the school was two-year or four-year. 
3. Summary of Findings 
As discussed in the previous three sections of this 
chapter, a number of important findings emerged. The 
descriptive analysis indicated that the distribution for 
academic performance was negatively skewed. The mean values 
tended to be clustered at the high end of the distribution 
signifying a small degree of variability among the scores. 
Parental involvement had the highest mean(5.60), followed by 
satisfaction with administrative leadership (5.24), academic 
performance (3.22), and perceived improvements in study 
habits (2.56) . 
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At the bivariate level, the analysis found several 
linkages among academic performance, the major study 
variables and the control variables. Although neither 
grade level nor the number of years enrolled in Upward Bound 
were statistically significant, academic performance as 
measured by grade point average was highest for ninth grade 
students (3.20) and for those who had been enrolled at 
least one year (3.05). By contrast, academic performance 
was the lowest for tenth grade students (2.78), and for 
those who had been enrolled in the program for two or more 
years (2.79). Furthermore, the data indicated that the 
variable, perceived improvements in study habits was the 
strongest correlate of academic performance, followed by 
parental involvement and satisfaction with administrative 
leadership, which was the weakest correlate at the bivariate 
level. 
The data further indicated that some of the control 
variables exerted more influence on academic performance 
than others. Four of the eleven control variables made a 
significant or a very significant difference on the academic 
performance of the Upward Bound respondents. 
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Gender was the only demographic variable which was 
statistically significant at the bivariate level, while 
three of the programmatic variables, school auspices, 
program size and geographical setting, reached statistical 
significance. 
School auspices had a significant impact on the 
academic performance of Upward Bound respondents. When 
Upward Bound projects were hosted by public colleges and 
universities, there was a very significant difference on the 
grade point averages of the respondents. Another important 
finding was that the geographical setting of the Upward 
Bound project influenced academic performance. Respondents 
who attended Upward Bound projects in rural settings were 
more likely to have a significantly higher grade point 
average than those who attended projects in urban settings. 
In terms of the influence of gender on academic 
performance, females had higher grade point averages than 
their male counterparts as measured by the Upward Bound 
Satisfaction Index. Although race did not make a 
significant difference in the respondents' academic 
performance, there was an association. 
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African American respondents tended to have higher grade 
point averages than White respondents. Family income was 
also associated with academic performance. Upward Bound 
respondents from family with incomes more than $30,000 had a 
mean grade point average of 3.28, compared to a 3.19 grade 
point average for those from families with incomes of 
$30,000 or less. Parents' education had a minimal impact 
on grade point averages for the Upward Bound sample. 
For respondents who reported that their parents had 
attended college, the mean grade point average was 3.23 
compared to 3.19 for those indicating that high school was 
their parent's highest education. Even though the racial 
composition of the host institution did not make a 
significant difference in academic performance, respondents 
at historically Black colleges and universities had higher 
grade point averages than respondents at traditional White 
institutions. Respondents at historically Black colleges 
and universities had a mean grade point average of 2.88 
compared to 2.85 for respondents at traditional White 
institutions. 
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Regarding the regression analyses on academic 
performance, two of the four research hypotheses were 
supported by the data. It was found that: 
1) Of the three major study variables analyzed, 
perceived improvements in study habits was 
significantly related to academic performance. 
2) Contrary to the researcher's expectations, 
satisfaction with administrative leadership did not 
emerge as the strongest correlate of academic 
performance in the regression model. 
3) Collectively, satisfaction with administrative 
leadership, parental involvement and perceived 
improvements in study habits were more important in 
explaining academic performance than the 
demographic variables gender, parents' education, 
family income, grade level, race and years of 
enrollment in Upward Bound. 
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4) Programmatic variables - geographical setting, 
program size, school auspices, racial composition 
of the school and whether or not the school was a 
two-year or four-year institution - emerged as 
better predictors of academic performance than the 
collective effects of satisfaction with 
administrative leadership, parental involvement and 
perceived improvements in study habits. 
5) Of all the variables found to be significantly 
related to academic performance, the strongest 
correlate was geographical setting. This was 
followed in order of their strength by school 
auspices, whether or not the school was a two-year 
or four-year institution, perceived improvements in 
study habits, race and gender. 
Chapter VI. Discussion and Implications of Findings 
This chapter will discuss the major findings of this 
study, their consistency and inconsistency with existing 
literature and their implications for future research and 
educational policy issues. 
The first major finding of this study was that the 
majority of the Upward Bound respondents reported medium to 
high academic performance as measured by their grade point 
averages. This finding supported the self-actualization 
conceptual framework because individuals who had higher 
grade point averages may be seen as achieving and fulfilling 
their ultimate goals. Also, this finding is consistent 
with the findings of previous investigators who have found a 
similar distribution(see Woo & Frank, 2000; Cokley, 2000; 
Duke, 1977; Epstein & McPartland, 1976; Beelick 1973; 
Brodie, 1964). These investigations have reported linkages 
between grade point averages and academic performance. 
A possible explanation for the high academic 
performance of the respondents may be attributed to the 
profile of participants selected for Upward Bound programs. 
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Because the programs are aimed at students who are 
interested in pursuing post secondary programs, it is 
conceivable that participants with higher ability were 
selected over those with marginal abilities. 
As indicated by the frequency distribution of the 
sample, three-fourths of the respondents (73 percent) had 
higher academic performance. In addition, given the 
respondents' family income and parents' level of education, 
it is possible that Upward Bound students included in the 
sample may have had more of a tradition of post secondary 
education in their families. For instance, participants 
who had higher grades may have also come from higher 
parental education levels, and higher family incomes may 
have been more likely to be selected than those who with 
lower grades, lower parent educational level and lower 
family incomes. 
Even though this study did not find parental education 
and family income to be significant correlates of academic 
performance, it was found that these two factors did exert a 
minimal impact on academic performance. Academic 
performance has important implications for Upward Bound 
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students especially as it concerns preparation for post 
secondary educational programs. Academic performance is a 
critical issue for Upward Bound participants in general as 
they face completion of secondary programs and consider 
admissions to post secondary programs. In order for 
participants to have the optimal chance for admission to the 
post secondary program of their choice, they may need to 
consider adopting strategies and methods that may lead to 
higher grades. One such strategy might be the formulation 
of study groups or partnership with other students who have 
similar interests. Even though Upward Bound programs 
provide formal academic services such as tutoring, and basic 
skill courses, initiatives which are student-generated may 
likely be more effective. 
Self-generated study groups or partnerships may enable 
Upward Bound participants to focus on their academic needs 
in a more explicit way than traditional tutoring affords 
them. Also, the availability of computer-assisted programs 
and educational software to support academic achievement may 
make it possible for individuals to take a much more active 
role in shaping their own academic performance. 
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A second major finding of this study was that when 
measured at the bivariate level, perceived improvement in 
study habits was the only major study variable significantly 
related to academic performance (r=. 266). This finding 
revealed that of the major study variables which also 
included satisfaction with administrative leadership, and 
parental involvement, perceived improvements in study habits 
had the greatest influences on the grade point averages of 
the Upward Bound participants. In effect, Upward Bound 
respondents who experienced a high degree of perceived 
improvements in their study habits were most likely to 
experience a high degree of academic performance. This 
finding is consistent with the findings of other 
researchers. Wright (1982) and Schwartz (1986) found 
positive relationships between attitudes about study habits 
and academic performance. 
A possible explanation for this finding may be that 
respondents made better grades because they were willing to 
engage in additional activities or services provided by the 
Upward Bound program to enhance their academic performance. 
These respondents may have been willing to devote more time, 
attention and efforts toward their studies. 
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Among the findings of this study, it was revealed that 
respondents tended to associate better academic performance 
with improvements in grades, homework, test-taking skills, 
time management, use of technology and study skills. In 
addition, these respondents may have been willing to forego 
other activities so that they could give their academic 
performance priority. From the perspective of the self- 
actualizing framework, respondents who saw themselves as 
making improvements in their study habits may be considered 
to be striving for a greater sense of achievement and 
fulfillment. 
One important implication of this finding for academic 
performance is that Upward Bound programs should concentrate 
their efforts on improving study habits. Because perceived 
improvements in study habits is important to participants, 
Upward Bound Programs should develop innovative approaches 
which may contribute to higher grade point averages. 
Programs could provide regular feedback to participants on 
their academic work. Feedback such as academic progress 
reports, regular academic counseling sessions, and 
correspondence with the parents could provide an opportunity 
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for programs to focus on the importance of perceived 
improvement in study habits. Services and activities such 
as tutoring, instructions, and supplemental education 
materials could be designed to help students improve their 
study habits. These services and activities could provide 
the students with suggestions, resources, techniques, and 
encouragement for increasing their performance in their 
academic work. 
A third major finding of this study was that gender was 
significantly related to academic performance. Females had 
significantly higher grade point averages than their male 
counterparts. The mean grade point average was 2.96 for 
female respondents compared to a mean of 2.67 for male 
respondents, nearly a third of a grade point 
difference(.30). This finding is widely supported in the 
literature which has found that female students tend to 
outperform male students at the secondary level (see Maccoby 
& Jacklin, 1974; Hyde & Linn, 1988; Stumpf, 1995; Halpern, 
1996). 
One possible reason for the influence of gender on the 
grade point averages of the Upward Bound respondents may 
have been that female participants tend to participate in 
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activities which are designed to improve their academic 
performance at a greater level than male participants. It 
is possible that female participants recognize the benefits 
that programs like Upward Bound can provide for them at a 
greater degree than male participants. In addition, male 
participants may be more likely to succumb to societal 
stereotypes which have suggested that it is not 'masculine' 
to be openly interested in academic pursuits. 
Another possible explanation for this finding may have 
been related to the gender distribution of the sample. 
Female students outnumbered their male counterparts almost 3 
to 1. It is possible that the low number of male 
respondents did not provide a broad enough sample of males 
from a variety of achievement levels. Moreover, because 
the present research did not address possible underlying 
factors which may have been related to the disparity between 
the female and male participants' academic performance, 
further research is warranted. 
Researchers should examine how other factors might 
differentially contribute to both female and male academic 
performance levels. 
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In addition, Upward Bound leaders should review academic 
services and activities to explore whether or not practices, 
attitudes, or other factors favor female participants over 
male participants. 
A policy implication of this finding about gender and 
academic performance may be that Federal policymakers should 
explore recruitment, retention and service delivery aspects 
of Upward Bound programs to determine which of these may 
contribute to higher academic performance. Given the gap 
in academic performance between females and males as 
demonstrated by the present study, funding initiatives 
should be developed which provide incentives and rewards to 
programs which are able to demonstrate successful strategies 
for improving academic performance for all students. 
A fourth major finding of this study was that when 
examined at the bivariate level, school auspice was 
significantly related to academic performance. Those 
students who attended Upward Bound hosted by a public 
college or university performed better academically than 
those attending programs at private institutions. 
This finding is in agreement with previous findings(see 
Beavers, 1992; Myers, et al., 1997; The College Board, 1999; 
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American College Testing, 1999). However, the assumptions 
of the self-actualizing conceptual framework were not 
supported by this finding. 
It was hypothesized that a programmatic variable such 
as school auspices would exert less influence on academic 
performance because it was thought to be a lower level 
factor. As a lower level factor, school auspices should 
have generated a minimal impact on the participants' grade 
point averages, however, the effect of this variable was 
greater than expected. One likely reason for this 
departure from the self-actualizing theory is that school 
auspices gained importance when it was considered 
simultaneously with the dependent variable, academic 
performance. It is possible that when school auspice was 
examined in conjunction with academic performance, it became 
a primary factor rather than a lower level factor. Hence, 
the sponsorship of Upward Bound programs had a more 
significant impact on the participants' grade point averages 
than anticipated. It was hypothesized that primary factors 
would have more influence on academic performance than lower 
level factors. 
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Another possible reason for Upward Bound programs at public 
colleges and universities outperforming programs at private 
colleges and universities may have been that Upward Bound 
programs at public schools had a wider support network than 
programs at private schools. By virtue of their missions, 
public schools are often able to offer a more comprehensive 
set of academic and student-related services than private 
schools. Upward Bound respondents at public colleges and 
universities may have been exposed to more resources such as 
instructional assistance and out of class learning 
opportunities than students from private institutions. 
The importance of school auspices on academic 
performance may have been related to the ability of public 
institutions to offer more options such as extended library 
hours, a broader array of faculty and staff, services, and 
programs or supplemental instructions which are designed to 
enhance academic course work. Upward Bound programs at 
public institutions may have been augmented or enhanced. 
Given the influence of school auspices on the academic 
performance of the Upward Bound respondents, there are 
serious implications for educators in general and Upward 
Bound directors in particular. 
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For educators, these findings suggest that the private 
colleges and universities included in the sample may need to 
examine their curriculum, teaching methods, and assessment 
tools to determine whether or not these factors impact the 
academic performance of their students. Also, a significant 
difference in the grade point average of public and private 
institutions may suggest that Upward Bound Program directors 
at private institutions may need to review their academic 
programs and activities to determine whether additional 
resources, or learning strategies are warranted. Although 
it was beyond the scope of this study to investigate 
specific academic features such as curriculum, teaching 
methods, evaluation, and educational outcomes, it is 
suggested that future research explore these issues to 
determine if they help to further explain the impact of 
school auspices on academic performance. 
Regarding the policy implications of these findings, it 
is recommended that federal agencies focus their attention 
on developing and implementing a set of criteria or 
educational standards for Upward Bound programs and other 
pre-college programs. 
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Educational standards which address academic performance 
could assist in reinforcing the importance of academic 
excellence for all Upward Bound programs without regard to 
the profile of the sponsoring institutions. 
A fifth important finding of this study was that at the 
bivariate level, students who attended larger Upward Bound 
Programs performed significantly better academically than 
those attending smaller programs. This finding is 
consistent with similar findings from previous studies (see 
Myers, et al., 1997). However, the assumptions inherent in 
the self-actualizing theory did not anticipate the 
importance of program size on academic performance. As 
discussed previously, lower level factors were seen as 
subordinate to higher level factors as suggested by Maslow 
(1975) . 
It was assumed that program size would not have an 
effect on the participants' academic performance because it 
was thought to be a lower level factor. Instead, the data 
demonstrated that size did make a difference in terms of the 
academic performance of the participants. 
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A possible impact of program size on academic 
performance may have been related to the importance of 
reaching out to a greater variety of participants, 
professionals and teachers. It is possible that larger 
programs may have been able to attract a greater variety of 
participants who represented different achievement levels, 
talents and academic abilities. Larger programs may have 
been able to provide these participants with more 
academically challenging classes and activities because of 
the number of professional staff and teachers which they 
were able to employ. 
It is likely that larger programs provided participants 
with more support because additional staff was available to 
provide individualized assistance in specific areas. Larger 
programs may have been able to offer participants a broader 
array of teachers, counselors, and others staff members who 
specialized in certain subjects of interest to the 
participants. 
The role of program size for Upward Bound has important 
implications for existing programs as well as for future 
programs. 
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Existing programs should examine the potential impact which 
expansion in the number of students served may have on 
academic performance. In order to increase educational 
opportunities and resources for Upward Bound participants, 
administrators of smaller programs should consider 
increasing the number of students served. 
Program size and academic performance also have 
important implications for federal policy. Although the 
Federal TRIO regulations permit Upward Bound programs to 
range in size from 50-150 students, only 20 percent of 
currently funded programs are large, serving 100 or more 
participants(see Meyers, et al., 1997). To address the 
possible linkage between program size and academic 
performance, federal funding policies for Upward Bound 
programs should be reviewed to determine the potential 
merits of increasing the number of students served by 
existing programs. Also, the role of program size is an 
issue which deserves further discussion within the political 
arena. At a time when many politicians are debating the 
merits of expanding social programs, this finding may 
suggest that there is indeed a need to increase programs 
which have demonstrated positive outcomes. 
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Given the finding regarding the importance of program 
size on academic performance, it is imperative that 
policymakers become more aware of the potential impact which 
larger Upward Bound programs can have on their participants. 
In addition, further research should be undertaken to 
examine larger programs in order to determine whether 
characteristics, practices, benefits, instructional methods, 
resources or staffing patterns account for higher academic 
performance levels among Upward Bound participants. 
A sixth significant finding of this study was that at 
the bivariate level, geographical setting significantly 
influenced academic performance. Respondents who attended 
Upward Bound in rural settings had significantly higher 
grade point averages than those who attended projects in 
urban settings. This finding was substantiated by previous 
findings which have reported a connection between 
geographical settings and academic performance (see Day & 
Curry, 1996; Casey Foundation, 1999). However, the 
assumptions of the self-actualizing theory did not 
anticipate the influence of geographical setting on academic 
performance. 
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It is possible that Upward Bound programs found to 
exert significant influence on the academic performance of 
the respondents did so because of features which may have 
been intrinsic to the nature of rural programs. Rural 
programs may have been more likely to facilitate a 'family- 
like' atmosphere which encourages more pride and provides 
incentives for students interested in improving their 
academic performance to a greater extent than urban 
programs. 
Another possible explanation for this finding may have 
been related to the distribution of rural programs in the 
sample. Although extreme caution was used in the sampling 
plan to secure a representative sample of programs from 
various strata, the Upward Bound respondents who returned 
the survey questionnaires were overwhelmingly from rural 
programs. Nearly two-thirds of were from rural programs. 
Clearly it is imperative that future research employ 
additional steps to secure a more diverse sample than was 
found in the present research. It is possible that the 
significance of geographical setting may have been less 
striking if the sample had been more evenly dispersed 
between rural and urban programs. 
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An implication of this finding regarding the importance 
of geographical setting on academic performance may be 
related to how programs in various settings tend to motivate 
and inspire their participants. Because geographical 
setting did have such a significant impact upon the grades 
of the participants in this survey, it is critical that 
researchers understand the potential benefits which 
geographical setting can provide for all programs. 
Even though it was beyond the focus of this study, it 
may be helpful for future researchers to examine the 
characteristics of rural programs which may contribute to 
academic performance. Upward Bound programs in rural 
settings may have provided the respondents with a more 
tranquil learning environment which was more conducive to 
achievement than was available to respondents in urban 
programs. 
A seventh major finding of this study was unexpected. 
It was found that when compared to parental involvement, and 
perceived improvements in study habits, satisfaction with 
administrative leadership did not emerge as the strongest 
correlate of academic performance. In addition, the 
direction of the relationship was not expected. 
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Respondents who had low satisfaction with administrative 
leadership had higher academic performance than those who 
had a higher level of satisfaction with administrative 
leadership. 
Contrary to the researcher's expectation, perceived 
improvement in study habits was found to be the strongest 
correlate of academic performance among the major study 
variables. This finding is consistent with previous 
research findings which have demonstrated relationships 
among variables such as attitudes, perceived improvements in 
study habits, motivation and academic performance (see 
Schwartz, 1986; McDougle, 1989; Wright,1982). 
A possible explanation for the finding that perceived 
improvements in study habits was the strongest correlate of 
academic performance may have been that the participants' 
level of self-esteem was raised because of their involvement 
in Upward Bound. The program may have provided 
participants with services which enhanced their perception 
of their own abilities. Participants who attended classes 
and seminars on topics such as time management, and test¬ 
taking skills may have experienced an increase in their 
confidence level because they were able to see the 
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difference which these services made on their academic 
performance. It is possible that participants may have 
experienced higher academic performance because they 
recognized the importance of spending additional time on 
their school assignments, or utilizing effective study 
skills. 
Participants may have realized that they were more 
likely to achieve higher grades if they took advantage of 
computer-assisted academic programs. Also, the 
participants' perceptions about their academic standings in 
comparison to their peers may have been increased. 
Participants who perceived their study skills as high may 
have believed that they were more likely to be promoted to 
the next grade level. Furthermore, it is likely that 
participants received self-affirmation because of their 
abilities. 
Those participants who had previously viewed their 
academic performance with doubt and suspicion may have 
become convinced that they could make better grades when 
they improved their study habits. 
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It is assumed that participants experienced a new sense of 
pride and confidence in their abilities because they were 
able to notice the benefits which improving their study 
habits had on their grade point averages. In effect, 
perceived improvements in study habits validated their 
desire to achieve at a higher level. 
An implication of these findings is that Upward Bound 
program staff should focus more attention on enhancing the 
participants' perception about the potential benefits of 
improving their study habits. It is possible that programs 
may be able to improve the grades of more participants if 
they design classes, tutorial sessions, and mentoring 
activities with the objective of enhancing the participants' 
self-perception. 
Participants with marginal abilities could have their 
self-esteem improved through such direct services as 
classes, activities or special events, and programs. Also, 
the attitudes of participants who have experienced lower 
academic performance could be altered. Participants who 
have not had positive experiences in school may be able to 
witness a noticeable change in their academic standing if 
they improve their study habits. 
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Future research should be undertaken to explore 
innovative approaches to increase the self-esteem of Upward 
Bound participants. An outgrowth of this effort might be 
the development of motivational activities and exercises 
which could lead to improved academic performance. An 
eighth major finding of this study was that collectively, 
satisfaction with administrative leadership, parental 
involvement and perceived improvements in study habits were 
more important than the collective influence of the 
demographic control variables in explaining academic 
performance. 
This finding was similar to findings of previous 
studies which found relationships among independent 
variables such as satisfaction with administrative 
leadership, parental involvement, perceived improvements in 
study habits, gender, race, family income and parents' level 
of education and the dependent variable, academic 
performance (see Young & Exum, 1982; Duke, 1977; Henderson & 
Berla, 1994; Levine & Lezotte, 1990; Nowell & Hedges, 1998; 
Miller, et al., 1994). 
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The finding that the major study variables were 
collectively more important than the demographic variables 
supported the assumptions of the self-actualizing theory 
because they were found to contribute to achieving higher 
level needs, whereas the demographic variables related to 
lower level needs. As suggested by the self-actualizing 
theory, participants were assumed to be striving to reach 
their desired level of achievement by pursuing higher level 
goals-. It is assumed that once lower level goals have been 
satisfied, they are no longer capable of satisfying the 
participants' drive to achieve. Instead, participants set 
their sights on accomplishing more challenging goals. 
A possible explanation for the finding that the major 
study variables were more important than the demographic 
variables - gender, race, grade level, years enrolled in 
Upward Bound, parents' highest education, and family annual 
income - could be that as primary factors, the major study 
variables increased the participants' desire to achieve 
their ultimate goals. It is possible that the collective 
impact of the three major study variables may have 
intensified the participants' determination to achieve. 
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The collective effect of these variables may have 
influenced the participants' ambitiousness about their 
grades, and classroom work. The attitudes of the Upward 
Bound participants toward their grades may have been 
enhanced because they recognized the value of devoting more 
time to their studies. 
One implication of the greater collective importance of 
the major study variables over the collective impact of the 
demographic variables on academic performance is that Upward 
Bound programs should promote continuous improvement of 
their services for all of the participants from various 
demographic backgrounds. Upward Bound programs could 
utilize various research techniques to measure the 
participants' perceptions about the services and activities 
of the programs. Research strategies such as focus groups, 
questionnaires, and personal interviews could be employed to 
gather information about the effectiveness of the program on 
the academic performance of the participants. Findings and 
recommendations which emerge from this data may serve to 
help programs to modify, enhance or eliminate administrative 
and parental services which have proven to be less effective 
and those which have become less useful. 
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A ninth significant finding was that contrary to the 
researcher's expectations, the programmatic variables 
emerged collectively as better correlates of academic 
performance than the collective effects of satisfaction with 
administrative leadership, parental involvement and 
perceived improvements in study habits. The programmatic 
variables accounted for 28 percent of the variance in 
academic performance as compared to 8 percent which the 
three major study variables explained. In addition, three 
of the five programmatic variables - geographical setting, 
school auspices, and whether or not the schools were two- 
year or four-year institutions - were found to be 
statistically significant correlates of academic 
performance. Respondents who were from rural, public, 
four-year colleges and universities, achieved higher grade 
point averages than those who were from urban, private, two- 
year colleges. 
The finding that the programmatic variables emerged 
collectively as better correlates of academic performance 
than the collective effects of satisfaction with 
administrative leadership, parental involvements, and 
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perceived improvements in study habits failed to support the 
assumptions of the self-actualizing theory. The self- 
actualizing theory assumed that program attributes would 
influence academic performance less than the three major 
study variables because their influence was thought to be 
secondary. 
The collective impact of geographic setting, school 
auspices, racial composition of the school, whether or not 
the school was a two-year or a four-year school and program 
size on academic performance may have been more substantial 
than anticipated because these variables did in fact 
contribute to the achievement and fulfillment of goals. 
Although it was hypothesized that programmatic variable were 
likely to be subordinate to the major study variables, their 
predictive strength was found to be greater. 
An implication of the explanatory strength of the 
programmatic variables is that another conceptual framework 
may have been more appropriate in explaining the 
relationship between the programmatic control variables and 
academic performance in this study. 
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A theoretical perspective which may have assisted in 
conceptualizing the significance of programmatic variables 
such as those considered in the present study may have been 
more pertinent. One possible theory may have been the goal 
setting theory. 
Goal setting theory assumes that under certain 
conditions, setting specific difficult goals leads to higher 
performance when compared with no goals or vague, non 
quantitative goals (see Strecher & Seijts, 1995). Goal 
setting theory asserts a positive linear relationship 
between degree of goal difficulty and level of performance. 
Goal setting theory may be useful in facilitating the 
explanation of performance by comparing vague as well as 
general variables. 
In terms of its application to the examination of the 
programmatic variables and academic performance, goal 
setting theory may have enabled the researcher to draw some 
clearer comparisons between certain independent variables 
and the dependent variable. Under the assumptions of the 
goal setting theory, the relationship between programmatic 
variables and academic performance may have been more 
explicit because this theory allows the use of variables of 
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varying complexities, vagueness or difficulty to be examined 
in relationship to higher performance levels. Unlike the 
self-actualizing theory which assumes that lower level 
conditions or needs should be met before an individual's 
ultimate desires are met, goal setting theory does not make 
such assumptions. 
In the case of the programmatic variables, goal setting 
theory assumes that each variable is likely to influence the 
achievement of higher performance levels. It is believed 
that programmatic variables, such as those employed in the 
present study, may collectively or individually influence 
academic performance under the goal setting theory because 
the theory is less sensitive to variability than the self- 
actualizing theory. Given these assumptions, the impact of 
programmatic variables and major study variables on academic 
performance may have been similar in terms of their strength 
and intensity. 
The programmatic variables utilized in the study did 
reveal information about the characteristics of the Upward 
Bound programs, such as setting, auspices, size and school 
status. 
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It is speculated that a comparison between Upward Bound 
programs may have provided additional information about 
other potential correlates of academic performance. 
A final significant finding of this study was that when 
a regression was conducted of all the variables found to be 
significantly related to academic performance, the strongest 
correlate was geographical setting. School auspice was the 
next strongest correlate, followed in order of strength by 
whether or not the school was a two-year or four-year 
institution, perceived improvements in study habits, race 
and gender. These findings are consistent with previous 
findings which have demonstrated the effects of 
geographical setting, school auspices, perceived 
improvements in study habits, race, and gender on academic 
performance (see Beavers, 1992; Coleman, et al., 1966; 
Harris, 1993; Miller, et al., 1994; Day & Curry, 1996; Casey 
Foundation, 1999; Myers, et al., 1997; Pirog & Magee, 1997; 
Casady, 1991; Hyde & Linn, 1988; Wright, 1982). Again, the 
self-actualizing theory failed to support the findings. 
While it was assumed that demographic and program attributes 
would influence academic performance less directly than the 
major study variables, this was not the case. 
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The findings concerning significantly related variables 
and their relationship with academic performance confirmed 
the earlier discussion about the influence of the 
programmatic variables. Of the six variables found to exert 
significant influence on academic performance, three were 
programmatic variables. Geographical setting, school 
auspices, and whether or not the school was a two-year or 
four-year school greatly influenced academic performance. 
As noted earlier, Upward Bound participants who 
attended programs hosted by rural, public, four-year 
colleges and universities had higher grade point averages. 
Also, of the remaining statistically significant variables 
in this regression model, perceived improvements in study 
habits and race exerted significant influence on academic 
performance. However, gender did not rise to the level of 
significance in the regression model of significantly 
related variables. 
An implication of these findings is that in order for 
Upward Bound programs to enhance academic performance, they 
should consider programmatic attributes when they plan 
services for the participants. 
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Programs that take their programmatic factors into 
consideration may be more likely to have a greater impact on 
the participants' grade point averages than those programs. 
The use of programmatic features such as geographical 
setting, school auspices, and whether or not the schools are 
two-year or four-year could assist program leaders in 
designing relevant and effective services that could likely 
promote the academic performance of the participants. For 
instance, Upward Bound directors could tailor classes, field 
trips, seminars, college visits, and other services so that 
the programmatic attributes of the programs were 
accentuated. 
In terms of federal policy implications, the U. S. 
Department of Education should be encouraged to review the 
Upward Bound programs which are able to document the 
influence of programmatic attributes on the academic 
performance of their participants. Successful program 
features could be replicated and disseminated to other 
Upward Bound programs which desire to increase their 
participants' academic performance. 
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Also, federal policy could be enacted to provide grants, 
scholarships and recognition for Upward Bound participants 
from programs which demonstrated an exemplary record of 
academic performance. 
In conclusion, academic performance can be influenced 
by a number of variables as was demonstrated by the data. 
As several of the findings indicated, Upward Bound 
policymakers, staff, directors and educational leaders have 
options at their disposal to assist participants with 
increasing their academic performance levels. 
Whether at the program, institutional, or governmental 
level, the findings suggested that there are a number of 
factors which can help to explain academic performance for 
Upward Bound participants. 
In order for Upward Bound programs to remain relevant 
and competitive, it is critical that they continue to seek 
strategies which may impact the academic performance of the 
beneficiaries of their services. The importance of factors 
such as geographical setting, school auspices, whether or 
not the schools are two-year or four-year, perceived 
improvements in study habits, race and gender should be 
considered. 
Appendix A. Upward Bound Student Satisfaction Index 
DIRECTIONS: Please answer the following questions by placing a check 
mark (✓) by the appropriate item which best reflects your opinions. 
Choose one answer for each question. 
SECTION I - DEMOGRAPHIC INFORMATION: 
1. My gender is: 
a) Male 
b) Female 
2. My current grade level is: 
a) 9th 
b) 10th 
c  11th 
d) 12th 
3. I have been enrolled in Upward Bound: 
) Less than 1 year 
b) 1 year 
c  2 years 
d) More than 2 years 
4. My ethnic/racial group is: 
a) African-American/Black 
b) Asian-American 
c  White 
d) Hispanic/Latino 
e) Native American 
f) Other(please specify)   
5. My Upward Bound Program is located in a: 
a) Rural setting 
b) Urban setting. 
6. My Upward Bound Program is located at a: 
a) Public College or University 
b  Private College or University 
7. My Upward Bound Program is located at a: 
a) Traditionally White Institution 
b) Historically Black College or University 
8. My Upward Bound Program is located at a: 
a) Two-Year College 
b) Four-Year College 
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9. My Upward Bound Program is funded to serve: 
a)  50 - 65 Participants 
b)  66 - 84 Participants 
c)  85 - 100 Participants 
d) 100 - 125 Participants 
e) 126 - 150 Participants 
10. My parent's highest educational level is: 
a) 9th Grade or Less 
b) High School Graduate 
c) Some College 
d) College Graduate 
11 My family’s yearly income is: 
a) Less than $20,000 
b) $20,000 - $29,999 
c) $30,000 - $39,999 
d) $40,000 - $49,999 
e) $50,000 or More 
12. y current overall grade point average is: 




SECTION II - HOW MUCH DO YOU AGREE WITH THE FOLLOWING STATEMENTS ABOUT 
YOUR EDUCATION? 
DIRECTIONS: Please indicate your opinion by writing 
number for each statement. 
1) Declined 2) Stayed About the Same 
in the appropriate 
3) Improved 
13. Since becoming involved with Upward Bound, my grades have: 
14. Since becoming involved with Upward Bound my grade point average has: 
15. Since becoming involved with Upward Bound, the amount of time I spend on 
homework has: 
16. Since becoming involved with Upward Bound, my classroom participation has: 
17. Since becoming involved with Upward Bound, my chances for being promoted to 
the next grade level have: 
18. Since becoming involved with Upward Bound, my test-taking skills have: 
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 19. Since becoming involved with Upward Bound, my determination to earn a college 
education has: 
 20. Since becoming involved with Upward Bound, my ability to use technology and 
computer-assisted educational programs has: 
 21. Since becoming involved with Upward Bound, my time management skills have: 
 22. Since becoming involved with Upward Bound, my study skills have: 
 23. Since becoming involved with Upward Bound, my chances for completing high 
school have: 
 24. Since becoming involved with Upward Bound, my awareness of financial 
assistance and scholarship resources has: 
 25. Since becoming involved with Upward Bound, my outlook on attending college 
has: 
 26. Since becoming involved with Upward Bound, my understanding of the college 
admissions process has: 
 27. Since becoming involved with Upward Bound, my awareness of various career 
options has: 
 28. Since becoming involved with Upward Bound, my ability to set career goals has: 
 29. Since becoming involved with Upward Bound, my interest in a specific career 
has: 
 30. Since becoming involved with Upward Bound, my understanding of course work 
requirements for specific careers has: 
SECTION III - HOW SATISFIED ARE YOU WITH YOUR UPWARD BOUND DIRECTOR/ 
COORDINATOR? 
DIRECTION: Please indicate your opinion by writing in the appropriate 
number for each statement. 
l 2 3 4 5 6 7 
Extremely Dissatisfied Slightly Neutral Slightly Satisfied Extremely 
Dissatisfied Dissatisfied Satisfied Satisfied 
31. The ability of my Upward Bound Director/Coordinator to motivate me to work 
harder in my classes: 
32. The level of honesty my Upward Bound Director/Coordinator displays with 
students: 
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 33. The level of trust which students are able to place with my Upward Bound 
Director/Coordinator as an individual: 
 34. The level of respect which my Upward Bound Director/Coordinator has for the 
individuality of students: 
 35. The level of pride which my Upward Bound Director/Coordinator displays 
regarding student accomplishments: 
 36. The degree to which my Upward Bound Director/Coordinator gives me suggestions 
for improving my study habits: 
 37. The level of fairness my Upward Bound Director/Coordinator uses in his/her 
disciplinary practices: 
 38. The level of open-mindedness my Upward Bound Director/Coordinator shows: 
 39. The degree to which my Upward Bound Director/Coordinator expects me to 
participate in activities and classes: 
 40. My Upward Bound Director/Coordinator encourages me to ask questions: 
 41. The variety of programs and activities my Upward Bound Director/Coordinator 
has developed that meet the needs of all students: 
 42. The degree to which my Upward Bound Director/Coordinator includes students' 
ideas in the development of programs: 
 43. The quality of the decisions my Upward Bound Director/Coordinator makes based 
on what he/she thinks is best for students rather than on what society 
dictates: 
 44. The ability of my Upward Bound Director/Coordinator to seek change to improve 
present conditions and to avoid being bound by traditions: 
 45. The amount of extra time my Upward Bound Director/Coordinator is willing to 
spend helping me to understand my work: 
 46. The willingness of my Upward Bound Director/Coordinator to assist students who 
need his/her help: 
 47. The popularity of my Upward Bound Director/Coordinator with most students: 
 48. The degree to which my Upward Bound Director/Coordinator enjoys working with 
students: 
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SECTION IV - WHAT IS YOUR OPINION ABOUT THE UPWARD BOUND PROJECT'S 
ADMINISTRATIVE STAFF? 
DIRECTIONS: Please indicate your opinion by writing in the appropriate 
number for each statement. 
1 2 3 4 5 
Poor Fair Average Good Outstanding 
 49. Overall effectiveness: 
 50. Organizing skills: 
 51. Relationships with students: 
 52. Leadership ability: 
SECTION V - WHAT IS YOUR OPINION ABOUT THE UPWARD BOUND PROJECT’S 
TEACHING STAFF? 
DIRECTIONS: Please indicate your opinion by writing in the appropriate 
number for each statement. 
l 2 3 4 5 
Poor Fair Average Good Outstanding 
53. Attitude toward students: 
 54. Ability to communicate with students: 
 55. Knowledge of subject area: 
 56. Presentation of material : 
 57. Fairness in grading: 
SECTION VI - WHAT IS YOUR OPINION ABOUT YOUR PARENTS’ INVOLVEMENT IN 
UPWARD BOUND PROGRAM ACTIVITIES? 
DIRECTION: Please indicate your opinion by writing in the appropriate 
number for each statement. 
1 2 3 4 5 6 7 
Extremely Dissatisfied Slightly Neutral Slightly Satisfied Extremely 
Dissatisfied Dissatisfied Satisfied Satisfied 
 58. The number of meetings, programs, activities, and special events which my 
parents attend: 
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 59. The level of involvement my parents exhibit by volunteering for fund-raising, 
and other special projects: 
 60. The amount of encouragement my parents provides me with to participate in 
program related activities: 
 61. My parents' response to requests for information, and assistance from the 
program staff. 
 62. My parents' degree of cooperation with program staff: 
 63. My parent’s interest and participation in my college planning: 
 64. The number of parental involvement opportunities which my Upward Bound Program 
provides: 
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Appendix B. Letter to Study Programs 




Add res sF I ELD.CSt ate )„F IELDCAdd r es s ), 
Dear: ggfeFirsti 
I am a Ph. D. candidate in the Doctoral Program in Social Work 
Planning and Administration at Clark Atlanta University and the Director 
of Educational Talent Search and Upward Bound at Georgia Southern 
University. I invite you and your Upward Bound students to participate 
in a study designed to determine what impact satisfaction with 
administrative leadership, parental involvement and perceived 
improvements in study habits have on students’ academic performance. 
As a fellow TRIO program director, I am sure that you are 
interested in factors which may influence the students’ chances for 
academic performance, and their decisions about their post secondary 
options. In addition, the present study desires to identify 
activities, services, and administrative practices which may provide 
some future understanding of the academic performance of Upward Bound 
participants at the post secondary level. Lastly, the study aims to 
highlight those programmatic components which can be disseminated to or 
replicated by Upward Bound programs throughout the United States. 
Your project was selected at random from among the currently 
funded Regular Upward Bound Projects in the Southeastern United States 
to participate in this study. If you decide to take part in this study, 
please be assured that any information provided and responses of the 
students to the questionnaire items will be kept in strict confidence to 
protect their identity. The results of this study will be available on 
an aggregate basis upon completion of all of my requirements for the 
doctoral degree which is anticipated in the next several months. I will 
send you the results of the study at that time. 
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Please review the attached instructions, distribute the 
questionnaires to at least 15 current Upward Bound participants and 
return them to me in the enclosed self-addressed stamped envelope before 
July 15. As an extra incentive, I will donate $25.00 to your Upward 
Bound Student Activity Account upon receipt of useable survey 
questionnaires and the completed data sheets. Contact me at the above 
numbers or E-mail me at rgunterggasou.edu if you have questions. 
Again, thanks in advance for your cooperation. 
Sincerely yours. 
Randy Gunter 
Enclosures: Instructions and Survey Questionnaires (20) 
Student Data Sheet 
Project Information Sheet 
Self-Addressed Stamped Envelope 
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Appendix C. Instructions for Administering the Upward 
Bound Student Satisfaction Index 
1. Select a staff member to serve as the test monitor. 
2. How to Select a Random Set of Upward Bound Participants 
A. Identify and select every third student from your current 
roster of students for a total of 15 students. 
B. Secure the students’ cooperation to participate in the survey 
by providing them with a copy of the Participants’ letter and 
instructions to the survey questionnaire. 
3. Administering the Survey Questionnaire 
A. Schedule a convenient time/place to administer the survey 
questionnaire in a group setting. (Estimated time: 
Approximately 25 minutes). Please provide participants with 
No. 2 pencils. 
B. Distribute Cover Letter, Instructions and Answer Sheets. 
C. Read the following instructions to the participants. 
"Thank you for agreeing to participate in the survey which you are about 
to take. This is not a test, but is a survey to solicit your opinions 
and ideas about the leadership of this program, your parent's level of 
involvement in Upward Bound and your own assessment of your perceived 
improvements in study habits. Please answer each item as honestly as 
possible and work independently of others. Your responses will be held 
in strict confidence. Using the pencils provided for you, please mark 
out the box for each item which corresponds with your opinion. 
When you are finished, please review your responses to make sure that 
they are complete before turning in your answer sheets. Do not write 
your name or any other identifying marks on your answer sheets. Do you 
have any questions? You may begin... " 
D. Check Answer Sheets for completeness when the students are 
finished. 
E. Complete the Project Information Sheet and Student Data Sheet 
F. Return questionnaires to me in the self addressed postage-paid 
envelope to: Randy Gunter. 821 Deer Road Statesboro, GA 30461, 
(912) 764-6067-H, 681-5458-W. 
Appendix D: Upward Bound Student Satisfaction Index 








Number of Survey Completed and Returned: 
Comments : 
Name of Account To Which $25.00 Check Should Be Made 
Payabl e_ ___ 
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Appendix E. Upward Bound Student Satisfaction Index 
Student Data Sheet 
Proj ect 
Name : 


















Appendix F. Sample Letter and Instructions to Survey 
Participants 
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July 12, 1999 
Dear Upward Bound Student: 
My name is Randy Gunter. I am a Ph. D. candidate in the 
Doctoral Program in Social Work Planning and Administration at 
Clark Atlanta University and the Director of Educational Talent 
Search and Upward Bound at Georgia Southern University. I invite 
you to participate in a survey designed to determine what impact 
satisfaction with administrative leadership, parental involvement 
and perceived improvements in study habits may have on Upward 
Bound students’ academic performance. I am interested in 
learning what factors influence students’ performance in school, 
and their decisions about post secondary education. 
Your project was selected at random from among the currently 
funded Regular Upward Bound Projects in the Southeastern United 
States to participate in this study. Please take a few moments to 
complete the attached survey (Approximate Time- 25 minutes). 
Your responses will be held in strict confidence. Thanks in 




This is not a test, but it is a survey to solicit your opinions 
and ideas. Please answer each item as completely and honestly 
as possible and work independently of others. 
Use the pencil provided and mark out the box for each item which 
corresponds with your opinion. 
Example: ' * Wrong Correct 
When you are finished, please check your answers and turn in your 
answer sheets to the Survey Administrator. Thank you. 
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Code Variable Description Questionnaire Item # 
ACADEMICS Current GPA-Academic Performance #12 
PARINVOL Parental Involvement 
LEADERSHIP Satisfaction with Administrative Leadership 
STUDY Perceived Improvements in Study Habits 
GENDER Gender #i 
GRADE Grade Level #2 
ENROLLED Years in Upward Bound #3 
RACE Racial/Ethnic Group #4 
SETTING Rural or Urban UB Program #5 
AUSPICES Public or Private College or University #6 
RACIALCOM Traditional White Institution or Historical Black College or University #7 
YEARS Two-Year or Four-Year College or University #8 
SIZE Funded Number #9 
PARENTED Parent's Highest Education #10 
EAMINCOM Family's Yearly Income #11 
EDGRADES Grades Have... #13 
EDGPA GPA Has... #14 
EDHOMEWO Homework.... #15 
EDCLASSR Classroom Participation... #16 
EDPROMOT Promoted to the next grade... #17 
EDTESTS Test-taking Skills... #18 
EDCOLLEG Determination to Earn a College Ed  #19 
EDTECHNO Ability to Use Technology and Computers... #20 
EDTIMEMA Time Management Skills... #21 
EDSTUDY Study Skills... #22 
EDHSCOMP Chances for Completing High School... #23 
EDFINAID Awareness of Financial Aid and Scholarship... #24 
EDOUTLOO Outlook On Attending College... #25 
EDCOLADM Understanding The College Admission Process... #26 
EDCAREER Awareness of Career Options... #27 
EDGOALS Setting Goals... #28 
EDSPECAR Specific Career... #29 
EDREQUIR Requirement for Specific Career... #30 
DIMOTIVA Director Motivates Me... #31 
DIHONEST Director Displays Honesty... #32 
DITRUST Director Is Trusted by Students... #33 
DIRESPEC Director Respects Students... #34 
DIPRIDE Pride In Students' Accomplishments... #35 
DISUGGES Ways to Improve Study Habits... #36 
DIFAIR Fair in Disciplinary Practices... #37 
DIOPEN Director is Open-minded... #38 
DIEXPECT Expects Students to Participate... #39 
DIENCOUR Encourages Questions... #40 
DIPROGRA Develops a Variety of Programs... #41 
DIIDEAS Director Includes Students' Ideas... #42 
DIDECISI Director Decision-making... #43 
DICHANGE Director Seeks Change to Improve Conditions... #44 
DITIME Director Spends Extra Time... #45 
DIASSIST Director is Willing to Assist Students... #46 
DIPOPULA Director Is Popular With Students... #47 
DIENJOYS Director Enjoys Working with Students #48 
ADEFFECT Overall Administrative Effectiveness... #49 
ADORGANI Administrative Organizational Skills... #50 
ADRELATI Administrative Relationship with students... #51 
ADLEADER Administrative Leadership... #52 
TEATTITU 
l 
Teachers' Attitude Toward Students... #53 
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Code Variable Description Questionne 
TECOMMUN Teachers ' Ability to Communicate. . . #54 
TEKNOWLE Teachers 1 Knowledge of Subject Area... #55 
TEPRESEN Teachers ' Presentation... #56 
TEFAIRNE Teachers ' Fairness in Grading... #57 
PARATTEN Parents Attend Meetings... #58 
PARVOLUN Parents Volunteer... #59 
PAR EN CO U Parents Encourage me... #60 
PARRESPO Parents Respond to Requests... #61 
PARCOOPE Parents Degree of Cooperation... #62 
PARINTER Parent's Interest In College Planning... #63 
PAROPPT Parental Involvement Opportunities... #64 
228 
Appendix H. Upward Bound Satisfaction Index Raw Data 
(Questions 1-64) 
ID# Data File 
I. 2211121212132222221322231332234645564454444333143424443451174474 
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Appendix I. List of Variables on the Working File 









Measurement Level : Scale 
Gender 
Measurement Level : Scale 
Column Width: Unknown Alignment: 
Print Format : F8.2 












Enrolled in UB 
Measurement Level : Scale 
Value Label 
1.00 >one year 
2.00 one year 
3.00 two years 
4.00 <two years 
Ethnicity/Racial Group 
Measurement Level : Nominal 
Value Label 
1.00 African American 
2.00 Asian American 
3.00 White 
4.00 Hispanic/Latino 
5.00 Native American 
UB Program Setting 




LOCATION -PUBLIC OR PRIVATE 




Location- -TWI or HBCU 




Location -Two-Year or Four-Year 
Measurement Level : Scale 
Value Label 
1.00 Two Year 












Appendix I. (Continued) 
SIZE Funded Number 9 







PARENTED Parent's Highest Ed 10 
Measurement Level : Scale 
Value Label 
1.00 Ninth Grade or less 
2.00 High School Graduate 
3.00 Some College 
4.00 College Graduate 
FAMINCOM Family's Yearly Income 11 






5.00 $50000 or more 
GPA Current GPA 12 
Measurement Level : Scale 
Value Label 




EDGRADES Grades Have.... 13 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About The Same 
3.00 Improved 
EDGPA GPA Has. 14 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed about the same 
3.00 Improved 
EDHOMEWO Homework 15 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
EDCLASSR Classroom Participation 16 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
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EDPROMOT Promoted to the next grade 
Measurement Level : Scale 
Value Label 
1.00 Declined 









Measurement Level: Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Determination to Earn a College Ed 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Ability to Use Technology and Computers 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Time Management Skills 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Study Skills 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Chances for Completing High School 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
EDFINAID Awareness of Financial Aid and Scholarships 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
EDOUTLOO Outlook On Attending College 
Measurement Level : Scale 
Value Label 
1.00 Declined 



















Understanding The College Admission Process 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Awareness of Career Options 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Setting Goals 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed About the Same 
3.00 Improved 
Specific Career 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed about the same 
3.00 Improved 
Requirement for Specific Career 
Measurement Level : Scale 
Value Label 
1.00 Declined 
2.00 Stayed about the same 
3.00 Improved 
Director Motivates Me 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director Displays Honesty 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 






Director Is Trusted by Students 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director Respects Students 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director has Pride In Students' Accomplishments 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director Suggests Ways to Improve Study Habits 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director is Fair in Disciplinary 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 






Director is Open Minded 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director Expects Students to Participate 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director Encourages Questions 
Measurement Level: Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director Develops a Variety of Programs and Activit 
Measurement Level: Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Director Includes Students' Ideas 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Appendix I. (Continued) 
DIDECISI Director Decision-making 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
DICHANGE Director Seeks Change to Improve Conditions 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
DITIME Director Spends Extra Time 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
DIASSIST Director is Willing to Assist Students 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
DIPOPULA Director Is Popular With Students 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Appendix I. (Continued) 
DIENJOYS Director Enjoys Working with Students 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
ADEFFECT Administrative Effectiveness 







ADORGANI Administrative Organizational Skills 







ADRELATI Administrative Relationship w/ students 







ADLEADER Administrative Leadership 







TEATTITU Teachers' Attitude Toward Students 














Teachers' Ability to Communicate 







Teachers ' Knowledge of Subject Area 







Teachers 1 Presentation 







Teachers 1 Fairness in Grading 







Parents Attend Meetings 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Parents Volunteer 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 





Parents Encourage Me 
Measurement Level: Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Parents Respond to Requests 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Parents Degree of Cooperation 
Measurement Level: Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
4.00 Neutral 
5.00 Slightly Satisfied 
6.00 Satisfied 
7.00 Extremely Satisfied 
Parent1 s Interest In College Planning 
Measurement Level : Scale 
Value Label 
1.00 Extremely Dissatisfied 
2.00 Dissatisfied 
3.00 Slightly Dissatisfied 
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Received Upward Bound Program City State Zip 
1-10 YES Brewton Parker College* Mt. Vernon GA 30445 
11 - 20 YES Georgia Southern 
University* Statesboro GA 30460 
51 - 65 YES Berea College Berea KY 40404 
na NO Johnson C. Smith 
University Charlotte NC 28216 
na NO University of South 
Florida Tampa FL 33620 
90 -114 YES 
Florence-Darlington Tech 
College Florence SC 29501 
80 - 94 YES 
Mississippi Valley State 
University Itta Bena MS 38941 
67 - 79 YES Florida State University Tallahassee FL 32306 
na NO Thomas College Thomasville GA 31792 
36 - 50 YES Fort Valley State 
University Fort Valley GA 31030 
na NO Lemoyne-Owens College Memphis TN 38126 
21 - 35 YES Benedict College Columbia SC 29204 
115-129 YES Madisonville Community 
College 
Madisonville KY 42431 
* Pre-Tested Programs 
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